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PURPOSE Off THIS STUDY 
The purpose of this study is to demonstrate that a 
remedial program in reading can be carried on in a class¬ 
room by one teacher whereby children of average and super¬ 
ior intelligence, who are suffering from reading disabili¬ 
ties can be aided so that they will read more nearly up to 
their capacities. 
I propose to take five boys whose reading abilities 
are below their potentialities for learning, determine 
their specific reading disabilities, and provide instruc¬ 
tion for these specific needs. Through this program I 
hope to aid each child to improve his reading skills so 
that each will be reading more nearly up to his capacity. 
1 
IHffRQDUQglQH 
READING DISABILITIES 
Without any doubt, reading ability is an essential re¬ 
quirement in our present complex civilization* Harris (IB) 
points out that its importance is based on that fact that it 
is a tool, the mastery of which is essential to the learning 
of many school subjects. He, also, cites it as the major 
cause of retardation in the elementary schools, although poor 
reading has been found directly attributable to as many as 
20 per cent of the failures even in the seventh and eighth 
grades* 
Studies have been made of the number of pupils fail¬ 
ing in reading. Harris(12) mentions Percival's study in 
which Percival found that 99*15 per cent of the children in 
the first grade who failed to be promoted were retarded be¬ 
cause of failure in reading. In the second grade the per¬ 
centage was approximately 90. In the third grade the per¬ 
centage was approximately 70. Reading instruction does not 
cease with the primary grades and difficulties in this subject 
are not confined to the lower levels. Ho children learn to 
read in a final form and for all purposes in the lower grades. 
Many reading skills have to be mastered at different grade lev¬ 
els. However, when the lower level techniques have been in¬ 
adequately or imperfectly mastered, the acquisition of the 
higher level skills becomes increasingly difficult. Many chil¬ 
dren make normal progress through the primary grades in reading. 
$his is no proof against difficulty in mastering the more 
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subtle skills required for the raore complex reading demands 
of the higher grades. Heading is a subject never fully mas¬ 
tered at any one point in the school course and it affords 
plenty of difficulties above the primary levels. Again, Har¬ 
ris! 12) refers to Percival's study in which the pupils fail¬ 
ing of promotion in the middle grades because of reading were 
as follows: 56% in the fourth grade; 40% in the fifth grade; 
33% in the sixth grade and 25% in the seventh and eighth grades. 
In this same study many children who failed in other subjects 
usually failed because of reading deficiencies, 
Harris(12) states that for reasons that are not yet known, 
i 
boys are more subject to difficulty in the learning of lan- 
■ • * V h 
guage and reading than girls. He tells of an experimental 
study that was conducted by Witty and Kopel for which they had 
selected one hundred of the poorest readers of normal intelli¬ 
gence in the intermediate grades of a small city. Of the one 
hundred cases of reading disability, 66 were boys and 34 were 
girls, Monroe(19) reported that out of three groups of read¬ 
ing disability cases, boys constituted 84, 86, and 94 per cert 
of the cases. 
All children who are retarded readers are not cases of 
reading disability. Many of them are simply too dull to make 
normal progress in reading or any other academic subject* 
However, pupils of good or even superior intelligence do not 
always attain satisfactory skill despite every advantage and 
incentive, fo discover reading disabilities, it is necessary 
to distinguish between those of low intelligence and those who 
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are mentally normal, but have failed to learn how to read 
well* It is customary to regard as disabled readers only 
those whose reading ability is well below their potentialities 
for learning* These potentialities can be approximated by the 
administration of intelligence tests. If this is done, a 
very bright child whose reading ability is only slightly be¬ 
low the average for his age should be regarded as a reading 
disability case; while a dull child, with the same achievement 
in reading, might be considered to be reading up to expectation* 
When the factor of intelligence is taken into account, Harris 
(12) points out that as many as 10 to 15 per cent of public 
school pupils are suffering from disabilities* Betts states 
that 80 per cent of the children he worked with who were re¬ 
tarded in reading, had either normal or superior intelligence* 
Every teacher in the elementary and intermediate grades 
is charged with the responsibility of teaching children to 
read* This means that it is not only her responsibility to 
teaoh children to read, but it is her solemn duty to teach as 
many children as possible to read up to their full capacity. 
It becomes necessary for her to find her reading disability 
cases and try to bring about improvement. Uaturally, the a- 
amount and rate of improvement is related to the seriousness of 
the child's handicap, to the child's intelligence, and to the 
adequacy of the instruction* 
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CAUSES Off READING DIEEIQULI’IES 
Before subjects were choses for this study it became 
necessary to understand how reading disabilities came about 
or what factors had a causal relationship. Educators, psy¬ 
chologists, meurologists, physicians, psychiatrists, psycho¬ 
analysts, physiologists, and teachers have unearthed a tre¬ 
mendous amount of information. 
Harris(lS) is of the opinion th^t all children, except 
the extremely feebleminded,can learn to read. He thinks that 
apparently normal children who do not learn to read by conven¬ 
tional methods will also succeed when proper instruction is 
given. He writes, "the causes of reading disabilities are 
fairly well known and that there is no one cause of reading 
disability. fhe general result of the large number of inves¬ 
tigations that have attempted to find the causes of reading dif¬ 
ficulties is that there are many handicaps which are found more 
frequently in poor readers than in good readers. Hone of these 
handicaps will of itself necessarily prevent children from be¬ 
coming normal readers, but any of them may, in an individual 
case, interfere seriously with the child*s learning. When we 
investigate a case thoroughly we usually find evidence of a 
number of factors, each of which may have been Important in the 
creation of his disability." 
House(15) believes that research and careful study of 
reading difficulties have shown that almost every child can be 
taught to read and that most children can be taught to read more 
effectively than they have in the past. He feels that there 
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are many factors which have contributed to reading difficul¬ 
ties* 
Gates(10)contends that learning to read is a complex pro¬ 
cess that is affected by many different factors* One or more 
of these diverse factors produce one or more handicaps to 
learning# If these handicaps are ignored and not eliminated 
or overcome, they eventually create a reading disability# 
V. ’ . + " '■ • i 
She following were some of the most important factors 
' * ■ • i 
which in varying degrees and combinations had caused reading 
disabilities in the past among cases investigated by authori¬ 
ties in the field of reading# 
PHYSICAL PaglCISflOIBS — General bodily conditions such 
as low vitality due to malnutrition or internal glandular dis¬ 
turbances produced inattention that hindered the educative pro¬ 
cess. (3, 5, f7, 10, 12,; 15, 19, ?0.)» 
ShHSQKY IKPACT3 — The more common defects of the eye found 
among children with reading difficulty were far-sightedness, 
muscular imbalance and astigmatism# Uear-sighte&ness was a 
rare occurrence among children with reading difficulty# Other 
visual factors that have affected reading were size of the re¬ 
tinal fields, differences in ocular images, extreme sensitivity 
to light, and diseases or fatigue factors which made persistent 
4 
visual attention difficult. Defective hearing interfered with 
learning and produced confusions and gaps in the learning pro¬ 
cess# Sometimes it was responsible for emotional instability 
due to self-consciousness and bewilderments (3, 4,*5, 7, 10, 
15, 19, 20, 21.) .; 
6 
LACK OF Kjg/ODIM-r READIifaiSS «*«* Some children w ere exposed to 
the process of formal reading before they were mentally mature 
although they had reached the chronological age that entitled 
them to enter school# Children differ in their rate of mental 
maturity* All first grade entrants are at different levels of 
mental maturity* Mental maturity is not a single trait hut a 
condition of general preparedness that is made up of such fac¬ 
tors as background of experience, mastery of speech, social 
maturity, muscular co-ordination, and the ability to perceive 
similarities and differences* When children start reading be¬ 
fore they are ready to profit from instruction they become be¬ 
wildered by complexities* Being forced to compete with others 
who are making normal progress, they become aware of their lack 
of success# This brings on a feeling of frustration and fail¬ 
ure which is likely to interfere with their further efforts and 
also may have an undesirable effect on their personalities in 
general# Children who started to read before they reached the 
mental age of six years made a poor start in reading# Bven 
though teachers have often recognized the immaturity factor and 
have tried to make provisions for children, parents not under¬ 
standing the problem, have insisted that their children start 
to read withothers# This parental insistance has spelled the 
beginning of reading complications for their children# , , 
(3, 4,, 5, 7, 10, 12, 13, 1?, 20, 21.) 
ACCEDKHTAL ..ICT laABHIUS — Frequent and pro- 
longed absence from school constituted one of the most serious 
accidental interferences with learning* Severe ftandioaps arose 
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when children stayed away from school especially in the primary 
grades. In these grades basic skills were being gradually de¬ 
veloped. Absences produced gaps in the learning process. 
Children's diseases, colds and chronic conditions such as asth¬ 
ma caused handicaps. In addition, frequent changes of schools 
were unsettling to children. Besides the burden of adjusting 
to the ever changing school situations, children who have trans- 
• i * 
ferred to different schools have had additional adjustments 
to make. Bew teachers, new methods, new books, and strange 
vocabulary added to new confusions. (3, 5,,7, JO, J2, 15, , 
19, 20, 81.) *’ * 
JBMQglQItAL HANDICAPS — Shese handicaps resulted from pro¬ 
longed failure and were classed as a reaction to failures in 
reading. Viewed from the standpoint of causation, emotional 
handicaps arose when children were indifferent and antagonis¬ 
tic toward school and reading. Occasionally children came to 
school with a hostile attitude already established as a result 
of their well-meaning parents to teach them to read either at 
an early age or to supplement school instruction. Other chil¬ 
dren had had such satisfaction from having stories read to them 
that they made no effort or little effort to learn to read for 
themselves. Others had been so ridiculed for their mistakes 
or lack of sufficient progress that they developed a dislike 
for reading. Some had been sheltered and babied at home and 
as a result were completely bewildered by the school situation. 
Discouragement through failure caused an aversion to reading so 
that no reading was done except in school or through compulsion. 
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Conset]uelitly, little reading was done outside of school* Since 
skill in reading can be secured through much reading, marked 
deficiency in reading developed through sheer lack of reading 
experience. (3, 4,>5, 7, 10, 12, 15, 19, 20, 21.) . 
POOH INSTRUCTION — Tradition has been largely responsible 
for the emphasis in school on the acquisition of certain knowl¬ 
edge, skills and habits rather than guiding the growth of boys 
and girls. This meant that teachers were expected to teach 
certain fixed knowledge, skills, and habits. Bach teacher tried 
to do what was outlined for her, driven on by the pressure of 
tests, or the expectations of parents and the teacher in the 
next grade. Teachers often xrverstressed some particular read¬ 
ing skill and caused a reading difficulty. Even though most 
teachers have discarded the antiquated "alphabet" method of 
teaching reading and are now employing methods that are far su¬ 
perior, there is still much wasteful and ineffective teaching. 
Many teachers have not changed their methods of instruction at 
all since they graduated from training schools. There is an 
unfortunate lag of many years between development of better 
i . r 
procedures and their general introduction into the schools. 
Concerted action of all teachers in service to bring their 
methods up-to-date is the crying need. The objective of the 
elementary school has changed from the acquisition o>f basic 
facts and skills to the development of normal personalities. 
As a result, the modem promotion policies of promoting chil¬ 
dren by age rather than achievement were established. With 
this modern emphasis upon the child as an individual rather 
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than upon the curriculum, teachers now find in their classes 
groups of children of about the same age and social develop¬ 
ment but with abilities in any academic subject ranging from 
first or second grade to the seventh and eighth. This situa¬ 
tion would not be so bad if teachers would individualize their 
instruction to meet the needs of the individuals. In too many 
classrooms these children cf varying abilities and needs are 
subjected to the same reading materials, the same instruction¬ 
al techniques, and the same curriculum. Teachers do not in¬ 
dividualize their teaching for many reasons. Some have no 
concept of what real individualized instruction means because 
for a long time they have thought and taught in terms of grade 
standards. Others feel that it is too much work. Some try 
the individualized program but are discouraged because of cur¬ 
riculum requirements. In spite of the change in promotion 
policies, practically no school has reduced its curricular re¬ 
quirements sufficiently. As a consequence, the material as¬ 
signed to pupils at any level above the primary grades is too 
hard for a proportion of the pupils. These poorer readers 
are promoted from grade to grade,without sufficient help and 
their standing in the class becomes more and more remote in 
relationship to the upper limits. Unless the courses of study 
are really adjusted to the average ability of pupils promoted 
by age, the reading difficulties are going to increase. Teach¬ 
ers are not aware when children first start to fall behind in 
their reading. In group work, all individuals, can not learn 
as fast as the majority of members in a group. As the class 
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and groups go on to more difficult material, the troubles some 
have become cumulative. 4s difficulties pile up, teachers 
may become irritated rather than sympathetic. iSventually, 
children "give up” and learning largely ceases with the con¬ 
sequence that every month of schooling means another month of 
retardation* Reading deficiencies are often due t o unfortu¬ 
nate forms of motivation* Unless reading satisfies some pur¬ 
pose in the child’s life, it will not prosper. (3, 4, ,5, 7, 
10, 12, 15, 19, 20, 21.) 
EUUQAgiOML DlfffflGULglKS — Sven with the best of teach¬ 
ing methods and since reading comprises highly comples skills 
that are not easily detected and observed, children may learn 
incorrectly or fail to learn many things during the educative 
process in the early years. fhe early confusions, difficul¬ 
ties, and faulty habits may handicap them later. fhese in¬ 
effective habits and confusions are sometimes so complex that 
much time and ingenuity are required to obtain improvement. 
(3, 4,,5, 7, 10, 12, 13, 19, 20, 21.) . . 
Shis survey of the research and experimental studies in 
reading not only revealed the factors which caused reading dis¬ 
abilities, but it suggested the first step of procedure for my 
case studies. Since reading may be influenced by so many 
factors, an analysis of any person’s failure to learn to read 
must necessarily take into consideration the history of the in¬ 
dividual, his age, intelligence, physical conditions, emotional 
drives and interests, language abilities, and a specific anal¬ 
ysis of any weakness in the reading skills. An outline was 
drawn up as a guide to the preliminary testing and investiga¬ 
tion* (2his outline was made up of factors that various au¬ 
thorities suggested as possible causes for reading disabilities 
and may be seen in Section A of the appendix*) 
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PfiELIMIIJAHY T^STIHG OP THE SUBJECTS 
In order to ohoose five boys for this study, it was 
necessary to test the whole class* Pour tests were chosen 
for this purpose. However, the testing was postponed until 
the second week in October* The children had been out of 
school for over two months* They needed a period of re- 
* ** 
adjustment to a classroom situation. When they seemed to 
have gotten into stride, the testing was begun. These four 
t 4 
tests were administered to the class over a period of four 
weeks* The testing was carried on only on Tuesdays, Wednes- 
* 
days, and Thursdays when the children were at the peak of 
their efficiency. With the exception of the Otis Intelli¬ 
gence Scale, the tests were given in two sittings because the 
attention span of fourth graders is limited and test scores 
are affected when children become fatigued. 
The first two tests were given for the purpose of deter¬ 
mining what the potentialities for learning were in each of 
the thirty children. They were the Otis Group Intelligence 
Scale and the Pourth Grade Kuhlmann-And arson Tests. The Otis 
Group Intelligence Scale seemed a good choice since it was a 
performance test that required no reading. The Kuhlmann- 
Anderson seemed a second good choice as only four of the nine 
sub-tests called for some reading and spelling skill. Even 
though the results from these two tests were not comparable, a 
better notion was obtained of the kind of intelligence needed 
for academic pursuits these children possessed than could have 
been secured from a single test. 
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Two additional tests were given for the purpose of ob¬ 
taining measures of reading ability or achievement in reading. 
There were the Sangren-Woody Heading Test and the Iowa Silent 
Heading Tests. These tests were selected because they were 
analytical and provided measures of a variety of reading skills 
that are necessary for efficient reading at the fourth grade 
level. 
Upon completion of the testing and scoring, the results of 
the intelligence tests were studied first. The intelligence 
quotients for the class ranged from 79 to 138 on the Otis Group 
Intelligence Scale and from 74 to 117 on the Euhlmann-Anders on 
Tests. Since the I. Q's indicated the degree of brightness ' 
the children possessed and pointed out whether they were apt 
to learn with readiness or difficulty, the I. W*s formed the 
first basis for classification. All children who received an 
I.<4. of 90 and above on both tests were selected for further 
consideration. Then the mental ages for these selected pupils 
were computed. Mental ages are very significant for they in¬ 
dicate the level of intelligence at the time of testing and 
show whether the pupils* mental ages are equal to the level of 
work for the grade. Hext, came the examination of reading a- 
chievement of the children who, according to the two intelli¬ 
gence tests, seemed to possess the kind of intelligence that 
children of average and superior ability possessed. Computa¬ 
tions were made to determine which children were not achieving 
up to the level of their mental ability. This was done by sub¬ 
tracting the reading ages from the mental ages to discover the 
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amount of retardation. Five boys with the most marked re¬ 
tardation were ohosen for the study. (Their test scores and 
amounts of retardation can be seen on charts in Section A of 
the appendix.) 
Once the subjects were chosen, their intelligence test 
scores were verified. Although two group tests of intelli¬ 
gence were administered, it seemed advisable to give an indi¬ 
vidual t est to the subjects. They were given the Stanford 
Bevision of the Binet-Simon Intelligence Scale. This test re¬ 
quires the services of a person with special training. So the 
services of such a person were secured and the test was ad- 
■ ! 
ministered. (The results of this test can be seen on the same 
chart with the other test results in section A of the appendix.) 
If a person is considered average who achieves a score between 
90 and 100, then by the same standard Subject A possessed aver- 
» <> 
age intelligence. Subjects B, 0, and D possessed better than 
average intelligence. Subject E’s score was Judged invalid 
due to an unfortunate experience between the subject and the 
examiner prior to the testing. It was inadvisable to re-test 
under the circumstances so the result on the individual test 
for this subject was ruled out and the boy was retained as a 
subject. The consensus of opinion among four of his previous 
teachers was that they considered him to have average intelli¬ 
gence. This opinion was supported by intelligence test re¬ 
cords from the first and third grades. 
Once the fact was established that these five subjects had 
at least normal intelligence, further testing and investigation 
was launched. 
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FURTHER TESTING A HD IHVESTIGATIOIT 
The physical health of each subject was taken under con¬ 
sideration* A check of vision was conducted first* The usu¬ 
al school eye test, reading the Snellen chart at a distance of 
twenty feet, revealed excellent vision. Prom this test the on¬ 
ly information gained was that none of the subjects suffered 
from near-sightedness* This knowledge was of little worth be¬ 
cause research has demonstrated that near-sightedness occurs 
very rarely among children with reading difficulty. This test 
* 
failed to reveal other defects that are more closely related to 
reading difficulty such as far-sightedness, muscular imbalance, 
astigmatism, poor fusion, differences in ocular images, extreme 
sensitivity to light, or fatigue factors which make persistent 
visual attention difficult. Consequently, each subject was 
subjected to the Eames Eye Test* This eye test is a survey test 
designed to discover defects which would otherwise go undetec¬ 
ted and it will reveal the presence of four of the visual de¬ 
fects common to reading difficulty. The use of this test does 
not place a teacher using them in the category of a medical ex- 
* 
aminer. The findings of this test merely point the way to the 
< 
possible presence of difficulty^that needs to be investigated 
by a qualified eye specialist. Subjects D and E did not per¬ 
form well on two of the four tests. Close observation of 
these two subjects during reading periods, and at any time when 
they were confronted with reading matter, indicated that all did 
not seem to be right. Subject D held his book or reading mater¬ 
ial close to his eyes. He blinked profusely or stared at the 
16 
the printed matter* Upon questioning he replied that he was- 
n’t sure whether the letter he was looking at was a "o" or an 
"e", a "d" or a ”b". Subject E continually scowled and bur¬ 
ied his no3e in his book* Often upon questioning him he dis- 
✓ , 
closed that he had a headache. Parents of these two boys were 
asked to observe the children at home whenever they were en¬ 
gaged in reading. When the parents reported that the home be¬ 
havior was similar to school performance, a conference was held 
with each one separately. Each was told that there was a 
possibility that an eye defect was present. An eye examination 
by an eye doctor was suggested, but not urged. Each parent 
was impressed with the fact that the oculist might not find any 
difficulty, and she might find herself faced with an expense 
that she might later consider needless* However, both parents 
seemed grateful for the interest shown in their children and 
considered the prioe of an examination negligible when it was 
a matter of the child’s welfare. fhe boys were duly t aken to 
an oculist. Subject D was examined three times over a period 
of three months and was finally given glasses to correct astig¬ 
matism. - Subject E was also examined. In his case the ocu¬ 
list detected a condition that was not serious, but in time 
might need to be corrected by lenses and asked the parent to 
return with the child the following year. 
Poliowing the eye tests two simple tests of hearing were 
used. One was the whisper test and that was checked by the 
watch-tick test. Since the subjects never gave any indica¬ 
tion of auditory difficulty in the classroom or at home and 
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sine© there was no previous history of ear trouble on their 
health chart, it seemed fairly safe to assume that the sub¬ 
jects were not suffering from a hearing deficiency* 
Reversals were present in the work of all five subjects. 
Time was taken to check up on hand dominance. This was ac¬ 
complished by questioning and observation* The five subjects 
were watched as they wrote on the blackboard; as they used 
scissors; as they played with balls on the schoolground and 
during gym periods; as they drew pictures on the board, easel, 
and at their desks; as they used a hammer; as they wrote; as 
they picked up objects; as they warded off blows; as they dealt 
cards when they were playing spelling games. Unexpectedly, 
they were asked to pick up things from the floor and to hand 
things to various persons. In every case all activities showed 
that there was a definite preference to use the right hand. 
The subjects were questioned as to the hand they used in brush¬ 
ing their teeth and in eating. Four of the subjects had spent 
four school years in the present system so their teachers were 
interrogated. All four subjects had begun writing with the 
right hand and no change had taken place. Subject A had ad- 
tendedother schools so it was difficult to check with his 
teachers* but the mother reported that to the best of her 
knowledge, her son had always used the same hand he was now us¬ 
ing for writing. 
The school physician examined the:subjects and found no 
symptoms of glandular disturbances. Subject A was declared — 
underweight. Health histories were collected from parents 
and school records. 
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Subject A——Mumps - 1943 
Subject B——Whooping Cough - 1935 
Measles - 1942 
Subject C---Chicken Pox - 1938 
Measles «* 1942 
Subject D—Asthma - from babyhood 
Measles - 1942 
Subject E——Measles - 1942 
Parents testified that in each case of a childhood disease the — 
attacks were not severe; there were no complications; and no 
attendant after-effects# Subject E had a case history of asth¬ 
ma from babyhood. Up to and through kindergarten the attacks 
were quite severe. Gradually the condition has been improv¬ 
ing. The attacks were persistent, although mild and never 
of long duration. Between them, the doctor and mother have 
managed to keep the resistance of the child up so that he is 
s 
not subject to frequent or severe colds. In spite of good 
care, however, the mother predicted periods of listlessness due 
to lowered general vitality as an aftermath of an attack. 
SURVEY Off MUSCULAR CQ-ORDIIfogIQE 
Muscular co-ordination was noted next. At present it is 
not known if poor general motor co-ordination has any causal 
relationship to reading disability. Monroe (19) thinks that it 
does. Gates (10) is inclined to believe that any affect of 
general clumsiness on reading is indirect. He contends that 
clumsiness merely increases self-consciousness which in turn 
produces a feeling of insecurity that interferes with learning. 
All subjects were observed in the classroom, during gym periods 
and on the playground. Subjects A, B, and C performed with 
grace, ease, and skill all activities involving muscular co¬ 
ordination. Subjects D and E performed poorly in games and 
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stunts. They could not catch halls and they were afraid to 
do stunts. They had no sense of balance on the balance 
beams. A scrutiny of home life and play experiences re¬ 
vealed that this condition was not due to any physical causes 
but to lack of experience and home training. The mothers of 
these two boys had admonished them not to play at anything 
» • 
that would cause them to get dirty. Consequently they had 
always avoided big muscle activities. Subject Dt due to poor 
health, had rarely engaged in any play outside the home. He 
was not allowed to spend his energy at hoyisk pursuits. Sub¬ 
ject E was not allowed to play with boys in the neighborhood 
because they were thought to he rough and uncouth. The mother, 
also, feared that the child would he injured unnecessarily. 
As a result both boys suffered from"loss of face" because they 
could not do things other boys did. They were afraid to try 
for fear they would be ridiculed. Subject E was convinced 
that he was a "sissy". Because of this emotionalized attitude, 
they were more awkward than they needed to he. This condition 
was more aggravated in Subject E so that even his movements 
about the classroom were affected. Anytime he walked about he 
humped into people and things. Invariably he dropped what he 
was carrying. Every move was a mad dash to get it over with 
as soon as possible. He was most content to stay put. 
SURVEY Off SPEECH HABITS 
Since speech defects render phonetic analysis difficult 
and cause embarrassment in oral reading and a consequent dis¬ 
like for reading, the speech of the five subjects was examined. 
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Subject A*8 speech was slovenly* Endings were characteris¬ 
tically omitted* flords were mispronounced and it was evi¬ 
dent that there was no pride in correct use of the English 
language* Subject B was equally slovenly and slurring in 
talking* Words beginning with "wh" were pronounced as "w". 
Endings were omitted* "ing^ words were pronounced "in." 
Anytime his attention was called to his errors he proceeded to 
argue that comic book speech didn’t use "ing" or that grown¬ 
ups said "sittin’" and net "sitting*” Subject C stuttered 
slightly, or talked in a slow, hesitant manner* Upon being 
questioned, he answered that his mother wanted him to talk 
well. She hf*d admonished him to talk slowly and carefully. 
Then* too, he added that he could talk longer if he talked 
slowly. He loved to talk and when he didn’t have much to say 
he enjoyed stringing out his contribution. The speech of Sub¬ 
ject 3) was excellent. Subject E would mumble, slur, or swal¬ 
low his speech. His rate was often so rapid that it made any¬ 
thing he said unintelligible. Lack of self-respect and confi¬ 
dence were the basis for this boy’s speech patterns. All five 
boys had no physical impediments in their speech. It was evi¬ 
dent that if a change of habits and attitudes could be accom¬ 
plished their speech would improve. 
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SCHOOL RECORD FROM KINDERGARTEN THROUGH THIRD GRADE 
CHART III 
SUBJECTS A B C D E 
Reading 
I 
•% 
B B C B 
II —* B C C c 
III C C . C C * c 
Spelling 
I B C C . B 
II --- C c C C 
III c D c C C 
Arithmetic 
I ——— rnmmmmm ... ... ... 
II .A A A A 
III B B , B B C 
English 
I 
. f X 
II ... ... ... ... — 
III C c c c C 
Penmanship 
I B c A c 
II C A A c 
III D B A D 
Drawing * 
I — - C C A C 
II «... B B B C 
III B C B A . B 
Deportment 
I 
- 
good fair good bad 
I .... fair fair good bad 
II -— good good good fair 
III good fair good good fair 
Absences—Days 
K ... 15 35 64 18 
I __ 10 15 23 17 
II ... 6 12 6 
III 15 3 7 2 0 
Entering Age 5-8 5-8 5-8 6-0 5-8 
Key: A-Out standing, B-Better than av-erage, C-Average, 
D-Promotion doubtful unless improvement is made. 
SPRVlflf oy PASS SCHOOL REOOHjJS 
Chart S on the previous page shows the results of a sur- 
j 
vey made of the five subjects* school record. This chart was 
examined carefully since a school record often contains infor¬ 
mation of considerable value* The child*s age at entering 
school should be noted as poor progress may be partly a re¬ 
sult of starting at too young an age* His report card marks 
in reading indicate progress in that subject and the time that 
difficulties become apparent* His attendance records may re¬ 
veal long absences that may have handicapped him. Jfrequent 
short absences may indicate poor physical condition or possi¬ 
ble truancy* If a child has changed schools frequently, fail¬ 
ure to acquire good heading habits is sometimes the direct re¬ 
sult of frequent changes of teachers in the primary grades with 
a consequent confusion of teaching methods. Eatings on conduct 
and effort may be highly significant* If scores on standard¬ 
ized tests of intelligence and achievement are on the record, 
they should be noted* 
Subject A had a history of four changes in three years of 
primary schooling and was exposed to the teaching methods of 
five different teachers. These changes were due to change of 
employment on the part of the father. This condition might in¬ 
dicate the reason for troubles in reading. Subjects B, 0, and 
E apparently made a good start in the first grade. Since C 
and E also had a record of at least three weeks* absence, the 
absences might have been responsible for losses in learning that 
resulted in poorer reading achievement in the second grade. 
£3 
£ also hod a record of poor social adjustment in the first 
grad© that may have affected learning. Subject D never did 
as well as he could have but his record of poor health and 
twenty-three days of absence could be used as a possible ex¬ 
planation. It was interesting to discover that the scores 
on intelligence tests consistently indicate that these sub¬ 
jects have good potentialities for learning* Carroll( 7) and 
Harris(12) contend that poor reading is usually accompanied by 
poor spelling and that children are apt to make similar errors 
- in word recognition and spelling* In none of the records is 
there any indication that these children were doing better work 
in spelling than in reading* Subject B gave evidence in his 
second grade spelling work that he was already slipping in 
reading* All subjects did good work in arithmetic* Confer¬ 
ences with their previous teachers revealed that their problem 
solving was good provided they were asked to solve problems 
orally* As ^oon as they had to read problems, they seldom 
could finish an assignment because it took them a longer time 
to read them* Many times in checking problems that had been 
done incorrectly, it was discovered that the difficulty came in 
reading and not in arithmetic* Shis was verified by giving 
the five subjects problems to read and solve* Hone received 
a passing grade* 2hen similar problems were assigned and this 
time they were dictated* Hach one merely computed them* All 
received grades of 90 and above* JSach subject expressed a 
preference for doing problems in the later way* Shis procedure 
revealed an antipathy for reading in arithmetic. She penmanship 
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of Subjects A, B, and B was steadily becoming poorer. Con¬ 
ferences with each one pointed to frustration as the reason. 
In some instances the subjects did not remember how to form 
letters and were handicapped. In most cases the difficulty 
was spelling. Y/hen the subjects could not spell a word, they 
resorted to writing "any old thing" in "any old way” as long 
as they had something on paper. Often, the writing degener¬ 
ated into scribbling. Subjects B and E confessed they hated 
to do any writing at all since it took so much time and al¬ 
ways gave them trouble. They would have liked writing if 
they didn't have to bother with spelling. Subject B volun¬ 
teered that he wasn't going to bother much with writing. He 
said he was going to learn to typewrite when he was older. 
That was going to be more fun. He wondered why theyhad to do 
so much writing in school when the members in his family d3d- 
not do much writing and "got along.” 
SURVEY OF PERSONALITY AHD HOME COHBITIQHS 
The importance of emotional factors in reading disability 
cases has been increasingly recognized in recent years. Harris 
(18) reported that the psychologist, Tulchin, listed general 
emotional instability, flighty attention, resistance to au¬ 
thority, infantile behavior, unsuccessful rivalry between 
brothers and sisters, and oversensitivity to criticism as emo¬ 
tional factors that may create or aggravate reading difficul¬ 
ties. Harris(12) also cited Young as: saying that unfortunate 
home conditions interfered with learning. Harris(12) quoted 
Hincks as pointing out that excitable families with high aca¬ 
demic standards and pressure from over-anxious parents may 
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cause a child to become tense or resistant about sohool work* 
Understanding a child's emotional make-up comes from 
learning his past history and from day-b;/~day contacts with 
him* It means getting a picture of his home life, his parents 
and his friends* 
Through observation, discussions and conferences with 
the parents and subjects, information about the five subjects 
was collected* From day-to-day findings were jotted down. 
Subject as This boy could be characterized as a schoolroom 
non-entity* He was a quiet, solemn youngster who seldom re¬ 
vealed what he was thinking or fueling by his actions or fa¬ 
cial expressions* He took his place in the schoolroom each 
day but took no active interest in what Was going on or the 
children about him* It seemed always as if he were present 
in body but not in spirit* He never volunteered or took part 
in discussions* 'when called upon he either answered in a 
shrill, high-pitched voice or in a soft whisper* uhen he did¬ 
n’t know what the question was, his face would redden and 
eventually tears would well up in his eyes* If he were drawn 
into the discussion and made the center of attention, a trans¬ 
formation would take place* His face would light up, he 
would lose his shyness and he could keep track of what was go¬ 
ing on* But this attention was short-lived* As soon as at¬ 
tention veered to someone else,he would withdraw again and look 
out of the window* Many mornings in a week he would come to 
sohool and he seemed to have a hard time keeping awake. About 
twice a month, he could be depended upon to get sick to his 
stomach and suffer from a headache* He was toll, thin and pafte. 
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He gave the impression that a gentle breeze could carry him 
away. He was immature in his reactions to other children. 
He lacked initiative of any kind; had no sense of responsi¬ 
bility and had no power of self-direction. He was very un¬ 
tidy about his person, his work* and his desk. His attitude 
toward everything in school was one of complete indifference 
with the exception of music. fhat was his fort and his great 
delight* When it was discovered that he had a Ipvely singing 
voice, his reaction was of childish glee. He often volun¬ 
teered to sing and whenever he was oalled upon he would sing 
a solo with the poise of a prima donna. On the playground, he 
seemed to emerge from his shell of indifference. He romped 
with the children and took part in all the activities. It was 
evident, however, that he had little sense of getting along 
with children. Unless, he had his own way, he behaved and 
acted "like a brat." He had to be the center of attention and 
had to do the "bossing." It was quite obvious that he possess¬ 
ed little self-control. He would play to exhaustion and "hoot" 
and "holler" with abandon. It was easy to see that he could 
find happiness on the playground but not in the schoolroom. 
Subject A’s past school experiences and home life furnished the 
key to his personality. 
Since Subject A was the youngest of five children he was 
used to being the center of attention. Any situation where he 
could not be the major attraction gave him little satisfaction 
and furnished him with little"drive." At home he didn’t have 
to try to get along with the other members. Being the baby 
27 
meant that everyone tried to get along with him. Living in a 
household with individuals who were very active outside the 
home also meant that no one had much time to teach him other¬ 
wise. He had suffered few penalties as a result of not being 
able to get along with others. This explained, also, his im¬ 
maturity, childish glee, and lack of self-control. Physical¬ 
ly he was a lad of ten* emotionally he was a baby. His list¬ 
less, indifferent attitude had its* basis in many things. He 
was convinced that teachers didn*t have much time for him. 
Starting in a rural school whore of necessity the teacher had 
to divide her attention, he remembered the teacher’s saying, 
”1 have no time——*" That had left a lasting impression. 
Having moved about so frequently he himself volunteered that 
he didn’t think he was going to stay long. Attending four 
different schoolrooms in two years* forced him to play a pas¬ 
sive role in the schoolroom until he could make an adjustment 
and become acquainted. Physically he was unable to exert him¬ 
self much. Too often he came to school tired and sleepy. He 
was growing rapidly. He played too hard and too long. He 
didn’t get enough sleep and rest. His body didn’t receive the 
right kind of nourishment nor the sufficient amount since he 
was found to be underweight. He belonged to a musical family. 
His mother played the piano, gave lessons and conducted an or¬ 
chestra* His father played in the orchestra. His sister was 
the vocalist. The boy himself took piano and singing lesson® 
Often the boy would participate in evening musical programs. 
He would stay up late and get to bed late. Other times some 
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of tho members of the family would be out playing engagements* 
Boy fashion, he didnft get to bed when he was supposed to 
when his mother wasnft home* Bashing home, he would fill up 
on candy after school and spoil his appetite for more wholesome 
food. Children often reflect the interests of the family 
group. Chis boy did. Musical accomplishment was the pride 
and joy of the family and so it was with the boy. nothing else 
seemed to be of Qqual importance. As long as the boy got 
along in school no great concern or interest was exhibited. 
Sine the mother was often busy with lessons, rehearsals and 
engagements, the boy was left to his own devices or under the 
supervision of sisters. As a result* he had little opportuni¬ 
ty to receive home training in assuming responsibility and tidi¬ 
ness. 
Subject Bs 2his boy was a small, red-headed little "imp" 
in the classroom. He was very restless and active. His mind 
was always full of what was going on about him and devoted much 
energy to keeping track of what everyone was doing. He loved 
to talk especially about his father, his exploits and his ex*- 
periences. He was inclined to show off and clown. Children 
disliked him. 2hey found him bossy and overbearing. He was 
a great hand to ’’tell them off.” He knew what everyone*s weak¬ 
ness and shortcoming was and lost very little time in pointing 
that out. In group discussions and activities he was unco¬ 
operative and argu^entlve. He was ^uick to resent unfairness 
when it related to him and then his temper would fly. **hen any 
criticism was di rod ted at him, he demanded an opportunity to 
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justify himself and proceeded to alibi. He was slow and untidy 
about his assignments. His interest in activities was limited 
to discussion periods. He volunteered continually, made ex- 
• i,& ■> • ,. ' "V , c 
cellent suggestions, had good ideas, and exhihited good judg¬ 
ment. Just as soon as an activity required application and 
work, his interest and. attention waned. When he failed, he 
always questioned the vsorth and value of school work. His gar¬ 
rulousness and his cantankerous disposition lost him much chil¬ 
dren’s companionship. On the playground, he devoted himself 
to Subject E of this study. He was the only one with whom he 
could find some common bond. These two boys amused each other 
by making fun of others, pestering others and making a general 
nuisance of themselves. Subject B’s past school experience and 
home life colored his personality. 
Subject B was an only child who lived with his pother and 
grandmother. Most of his pre-school life was spent with these 
two women. naturally he was the center of all attention and 
activity. He was waited on hand and foot. Since his father 
pursued a career in the Havy, he was seldom home for long. Con¬ 
sequently, he knew the companionship of his father only at in¬ 
tervals, but he worshipped him. His father conveyed to him that 
he wanted him to be "the man of the house” in his absence. The 
man of the house he did become* His mother and grandmother 
seldom told him what to do. They talked things over with him 
and tried to train him to reason things out for himself and make 
his own decisions. He was allowed to take part in all conver¬ 
sation Hhen adults were present. He learned to have an opinion 
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about everything and a desire to voice it. Being the con¬ 
stant companion of either his mother or grandmother, ho ac¬ 
quired adult attitudes and points of view* In addition, he 
bacame very adept at talking himself out of doing things that 
he didn’t fancy doing. Often it was easier to do things than 
to get him to do them, so in that way he learned to escape un¬ 
pleasant tasks* At first whan he entered school, life there 
was pleasant for him. Ho had a wealth of experience that made 
beginning reading easy for him* He talked school work over 
with hia grandmother and mother* 2hey helped him by reading 
to him* Anything he wished to know merely meant asking thorn 
and they told him or read to him about it* He learned to get 
along with the children fairly well* fhe one phase of school 
life that irked him was to have to do things for himself. But 
that didn’t affect him too much. He was happy* He found him¬ 
self in the boat group in reading* However, the second year 
was not 30 successful* He began to have some trouble* Other 
children were surpassing him* By the time he reached the third 
grade, he found himself in the lowest group in reading and doing 
barely passable work in spelling* Vfoen ha reached the fourth 
grade, lie hated school. He was terribly sensitive about not 
being able to read or spell as well as other children did. He 
never read a book outside of school. fhose that he was inter¬ 
ested in were too difficult to read dnd those that he could read 
he considered foolish and childish* Els tastes were mature 
and his ability limited. Consequently he devoted his time to 
the comics that stimulated and interested him. ^rom early 
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childhood he had listened to the radio and gone to the movies* 
Ee preferred to do that than to spend his time reading* £hatt 
at least* required no exertion or application on his part. 
Every year he suffered some educational loss at the beginning 
of the school year because he didn't begin to apply himself un¬ 
til the first report card went home and a copy seat to his fa¬ 
ther* 2hon he would start to work* 
It was easy to ace that Subject B had been spoiled at home* 
He was extremely self-centered and opinionated* He had had 
plenty of experience in having too much to say and too little 
to do* It was a blow to his pride when he couldn't keep up 
with the others* He had to get into the limelight by clowning 
and showing off* He had to critiae others to compensate for 
liis own lack of success* 
/ 
32 
Subject Q was a nice-looking healthy youngster who out¬ 
wardly gave every indication of being a normal, well-adjusted 
* , 
lad# He took an interest in classroom activities# In dis¬ 
cussions and group work, he ally*ays triad to do his share# He 
was the first to give attention when he was supposed to# He 
was the first to give co-operation when that was needed# Much 
of his spare time was devoted to performing little deeds of 
kindness whenever and wherever the need presented itself# He 
loved to talk end was continually seeking out someone to listen 
to him# Most often he would attach himself to some girl or 
teacher# His first move was to ingratiate himself by giving 
assistance# Using that as an approach, he stayed and returned 
to talk# As a result he was popular with the girls, but he 
couldnft hold his own with the boys# Ho was much too kind, 
gentle and considerate to command the respect of the majority# 
fhen, too, the boys had little patience with Mm when he em¬ 
barked upon a contribution to their conversation# His speech 
was slow, deliberate, end painstaking and often would verge 
upon stuttering# He pretended that he was not affected by 
their frequent rebuffs* Bather than argue and retaliate, he 
would retire and "lick his wounds" in private# In all of his 
work he was careful, slow and painstaking. If he needed help 
he would not ask for it# Instead he would struggle by him¬ 
self until he was approached first# Bven then, he would pre¬ 
tend that he would have been able to have gotten along without 
the assistance# i’or all of Ms brave exterior he was a sen¬ 
sitive and bewildered chap who was afraid of making a nistake 
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and failing. fhis showed up especially in his reading and 
spelling classes. During those classes after he made a mis¬ 
take, he would try to redeem himself by launching into the 
discussion or reading more vehemently as if all was well al¬ 
though often he was close to tears. On the playground he 
would play with mall groups or individuals rather than travel 
around with the crowd. At those times, he would play with 
abandon and freedom. However, his associations were most 
frequently confined to the boy or boys who lived near him and 
with whom he was on friendly and intimate terms. With them he 
took part in all the regular pursuits of boys of his age. He 
played ball, shot marbles, climbaathe jungle gym, ran and 
Jumped with ease and skill. 
His home conditions revealed that he was the only child for 
eight years. Be did have a baby brother who was still less 
than a year old. Before the baby oame he was his mother’s 
constant companion and assistant. He adored her and helped her 
with all her household tasks and problems. She herself was a 
• * • ' a' *1 * > \ • ' . . ,« 
gentle, kind pacifist, who abhored violence of any kind. From 
her, he learned to dislike friction. He heard a great deal 
about goodness and right and wrong. He tried to practice 
what his mother taught him, but that didn’t make life easier far 
him. The boys often thought he was a sissy and that preyed 
upon his sensitive nature. He wanted to be accepted by them 
but he also wished to live up to his mother1s standards. Con¬ 
sequently, when the boys found him dull, he sought the compan¬ 
ionship of girls and teachers. Children enjoy approval, so 
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he tried to get it in school by being helpful, obedient, and 
hardworking* At times his great desire for approval made 
him pathetio* In addition, he lived a very uneventful life* 
Coming from a home where all lived on a very modest income, 
there were few opportunities for him to go to the movies, 
have as many things as other children and go to all the places 
other children did* When he came to school and heard other 
tell of all the things they saw and did that gave him a sense 
of not belonging* As a consequence, he fell into a bad 
habit of exaggeration and long windedness that belied his in¬ 
security and made him hard to listen to* Sot to be outdone 
by others, he had to have something to talk about* He con- ■— 
tinually wanted to talk about the common-place things in his 
existence and tried to make an exciting tale of them. His 
endless, detailed stories bored the boys hut all he understood 
was that the boys dldnvt like him* Hot being a very good 
reader, he seldom road books outside of school and thus could 
not even tell about his vicarious experiences* Comics wore 
his only source of outside reading and thenho couldn’t buy half 
the number others did so that didn’t help him* His past 
school experience did not add to his happiness* In the first 
grade he started out with many other children in the second 
best reading group* Bach year he seemed to slip and by the 
time he arrived in fourth grade he found himself inthe lowest 
group* 2hie was a great blow to his pride* Although he knew 
he couldn’t read as well as all the others, he tried to hide 
the fact and compensate for it* duch emotional strains pro¬ 
duced a block that interfered with his learning* 
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Subject 2) ©as a beautifully dressed, well-groomed, oasy- 
^ goix^ individual* Most of the time in the presence of the 
teacher he was quiet, unobtrusive and well-behaved* He pos¬ 
sessed a wonderful sense of humor, excellent Judgment and a 
sense of responsibility* .Everything was done in a slow Un¬ 
hurried manner from sharpening a pencil to taking off a mitten* 
He never took an aotive part either in group work or classwork* 
Some days he was listless and inattentive* Other days he 
would be mentally alert but never gave any evidence of it un¬ 
less called upon* At such times his contributions were signi¬ 
ficant and well-expressed* Many of his points of view and at¬ 
titudes were extremely mature. Intellectually he was stable 
and sound* Socially, he was a mere child* Hever one to take 
the initiative, he, however, could co-operate with others when 
chosen or called upon to do a job for a time at least* Eventu¬ 
ally* though he would get silly and would have to be recalled 
from a group or isolated, especially if his friend Subject 3 
were also in that group* If he had to assume a responsibili¬ 
ty for something himself, he would always come through with fly¬ 
ing colors* But if he were one of a group, or one of two per- 
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sons who had to assume a responsibility, invariably he would 
be side-tracked and fall down on the job* He seldom sought 
the companionship or approval of his classmates or the teacher* 
In that one respect, he was shy and reticent* Most of the time, 
as a consequence, he was alone or with Subject B* On the play¬ 
ground, however, he became a noisy, boisterous individual. Sel¬ 
dom taking part in the more vigorous activities of boys, he 
and Subject B would spend the time pushing each other around, 
giggling, laughing, shouting, and pestering others with utter 
abandon* On the way to and from school the two of them 
wore continually bent on some mischief, daring each other and 
outdoing each other in whatever hapi>ened to strike their fan¬ 
cy# Should they be at a loss for ideas, they would alaays 
shout at passing girlst If this proved too tame, then they 
would always resort to chasing the girls and making a general 
nuisance of themself es* In his habits of work, Subject J> 
was neat and careful. His papers were always a joy to behold, 
well-written and beautifully arranged. hen interested, he 
was capable of deep absorption. But his interest fluctuated. 
Science, arithmetic and art were his greatest joys, but read¬ 
ing was the bane of his existence. 
3?or ten years of his life. Subject D wasthe only child in 
the family. He received all the care, consideration and ad¬ 
vantages that vie 11-meaning, fond parents could afford. Clothes 
toys, books, and games wero his for the asking. Being rather 
sickly throughout his life and confined to the house more than 
* • 
average children, ha had more than an ordinary amount of things 
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to keep him occupied and happy* In spite of this, he remained 
unspoiled and modest. He never bragged or flaunted his pos¬ 
sessions. He and hie father were fast friends. They went to 
the movies and on trips together. fhey played games and 
made things together. Eis father was never too busy to an¬ 
swer his questions or help him with problems. As a conse¬ 
quence, he had an excellent background of information and 
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experience# What his father couldn*t do for him his mother 
did# She trained him in orderliness and tidiness# J'rom 
early childhood she read to him# All in all# he should have 
been a well-balanced# happy individual in school# Such was not 
the case# Due to poor health, he was deprived of the normal 
companionship of children# When he entered kindergarten# 
i * , 
again he did not have the opportunity to become socially ad¬ 
justed since he lost sixty-four days of school experience* 
I ; . ■' ; ■ -•r": ■ * 
through absence# in the first grade ho suffered from educa¬ 
tional losses due to absence or lack of interest due to low vi¬ 
tality# jtirom the beginning# he found himself in the lowest 
group in reading# As he grew older# being a bright boy# it 
* «• . 
bothered him that he could not achieve as well in reading as 
* 
the other children in the room and that made him shy and inhi¬ 
bited v&th most children# fhis lack of security was manifes¬ 
ted through his uncontrolled silly behavior when working along v 
with children# l’his also accounted for his attachment to Sub¬ 
ject B who found himself in a similar predicament# Both of 
them wore socially immature and compensating for their inabil¬ 
ity to receive satisfaction through achievement# !2his back- 
« 
ground accounted for hie lack of initiative# too# He didn#t 
want to volunteer and fail# so he avoided such possibilities 
by not volunteering at all# His reticence with the teacher 
was due to self-consciousness# He kept away fi*om her to post¬ 
pone the day when she would come to the full realisation that 
he could not read very well. His antipathy for reading was 
increased by his well-meaning mother# bhen it became apparent 
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that her son could not read aa well as other children she 
proceeded to help him* She would have him road aloud each 
night to her when formerly he spent the time in more pleasant 
pursuits. hhen he didn*t know a word she would promptly 
supply it and consequently rob him of independence in word an¬ 
alysis. Later, a high school teacher came to board at the 
house. With best of intentions she attempted to help the boy. 
Since children should have consistent training in beginning 
/ « 
reading* she added to his confusion by employing methods that 
wore beyond his ability and experience. 
Subject L a sullen* stubborn, unhappy youngster, Laeh 
morning he put in an appearance* flushed and breathless from 
funning all the way to school. He was never interested in 
anything that mia taking place and ha pe rformed only under du¬ 
ress. He spent most of his time storing into space* scowling 
or playing with his materials or fingers. He could spend a 
week in the classroom without uttering a word if no conversa¬ 
tion was directed to him* He was indifferent to teachers and 
children alike. Ill the children considered him an undesir¬ 
able member of their group since he lacked initiative, respon¬ 
sibility* interest* and attention. He never had an idea and 
when he was asked an opinion or suggestion, his explanation 
was an incoherent* jumbled string of words. inily aware of 
the, children*© attitude toward him* ho was continually on the 
defensive and displayed a belligerent attitude toward them. 
Hven when children or teachers tried to be helpful* he inter¬ 
preted it as criticism and was sullen and inwardly defiant. 
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When he was pressed to do his assignments, he would start 
crying or lose his topper, Eventually he would have to stay 
after school, no matter how little or rnuoh he had to do, to 
finish his work* &henexplanations or directions were beiig 
given, invariably he would be one of the ones who hadn't lis¬ 
tened or comprehended* He never ashed 4ue8tions if he didn't 
understand but expected to be guided and told many times just 
what was expected of him* He was forgetful and untidy in his 
work* He was capable of handing in an a asignment that was ac¬ 
cept able, but never on the first attempt* Ho never got into 
. if* ‘ 
* 
difficulty with children in the olasaroom because a teacher 
was present* Out of sight of a teacher, he would become a 
rude, boisterous bully. When he played with other boys on 
the playground, he would get into trouble* Always he put the 
blase on others* He never could assume hia share of responsi¬ 
bility* Sven after attempts were made to make him recognize 
his faults, he would become resentful and still insist that ho 
was not to blame* 2o and from school, he would pick on younger 
children and derive some satisfaction in pummelling themeither 
for a real reason or an imagined one* Once in a while* &hen 
something humorous happened in the classroom, he would bestir 
himself from his habitual lethargy and laugh uproariously, but 
he couldn't take a joke if it were on him* 
At home Subject 3 lived with a younger brother and two 
highly-strung parents in a tense atmosphei’e* His mother was 
young and sensitive* Her school experience^, which were most 
unhappy were still very fresh in her mind* It was her groat 
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desire that her oldest son should have a school life that was 
more satisfactory than hers. She did everything she could 
think of to make it so. She made the boy report on dally 
happenings and his progress. She visited school frequently 
to keep track of what was going on. At first, in the first 
grade, academically at least, he made a good beginning. He 
was in the middle group in reading and his seventeen days of 
absence reflected no great loss. But from kindergarten right 
through the first grade he was having trouble in social ad¬ 
justment. In the beginning, the mother took the reports with 
good grace. Gradually, she became resentful and began to 
* 
make excuses for the boy’s shortcomings. She contended that 
teachers were picking on her boy and expecting too much of 
him since he was highly nervous. 2hen she began to badger 
the boy to behave himself and to try harder, lihenhe began to 
slip academically, she had him do school work after school or 
before he went to bed at night. When the boy couldn’t do 
something and if he couldn’t explain how the teacher had him 
do it in school, she tried to supplement his teaching in 
school by using her own methods. She boy did not take kindly 
to this instruction since he contended that that wasn’t the 
way he did it in school. 2he boy was often punished for ar- 
guing and talking back. Often he had to listen to the crit¬ 
icisms of his parents and even his younger brother who seemed 
to be doing better in school than he. - His mother w&a con¬ 
tinually talking to him or at him for something. Often he 
could not play with the children in his neighborhood for 
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disciplinary reasons or because the mother did not deem it 
wise for the child, since she didn*t want him to pick up bad 
habits from others. She liked to supervise his actions, 
thoughts, words and deeds. Seldom would he be given tasks 
that he ever carried out to completion by himself. His 
mother would help him continually. Seldom did he have un¬ 
interrupted plsy periods. At home he got into a habit of 
closing his mind so that even if his mother were right in the 
same room ?*ith him, he did not hear what she said. Many times 
at noon and after school the mother would meet him and walk 
home with him or take him down street with her. From early 
childhood the boy was given to temper tantrums. These did 
not decrease as the boy grew older. The boy often heard his 
mother tell others of his nervous condition. Eventually, 
when the boy was frustrated, he used that as an excuse when he 
couldaft do things expected of him or when he was asked to 
work at tasks until he executed them satisfactorily. He also 
learned to have his pother intercede for him when things did- 
n*t go well. When he failed, he never assumed any responsi¬ 
bility for it* He n»rely told his mother and she would come 
to school and do his talking for him. As a result of all 
these conditions, he became a weak, irresponsible, immature, 
frustrated, emotionally unstable individual who thought the 
whole world was against him* 
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MBTHQPS OF ANALYSIS Off READING SKILLS OF THE SUBJECTS 
OR£AffIZATIQff Off GLASS 13 PREPARATION FOR ANALYSIS 
After the general testing program was completed the whole 
class was divided into groups for instruction* Previous to 
the grouping a class discussion was conducted during which time 
all the children were encouraged to discuss their individual 
needs and shortages in reading as they saw them. To this dis¬ 
cussion were added the needs and shortages that I had observed 
and discovered from the testing program. The first objective 
of this discussion was to impress all the children in the class 
that everyone, regardless of past achievement, had some needs 
and that everyone needed to improve his reading. The second 
objective was to demonstrate to the five subjects with whom I 
intended to work that they were not unique in having reading 
difficulties. The third objective was to provide a situation 
in which children could assume responsibility for their own 
improvement. As a result of this discussion the children 
suggested the following attitudes and behavior patterns they 
would assume to promote improvement: 
1. I will be glad to go in the group where I will 
get the kind of help I need. 
2. I will not be ashamed if I need some kind of 
help. 
3. I will not make fun of other children who are 
having troubles that I do not have. 
4. I will tell the teacher my troubles so she can 
help me. The teacher is not a mind reader. 
I have to help her to help me. 
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5* I will try to be helpful when other groups 
are working so that I will not interrupt them* 
Children accepted the group plan of instruction readily* 
Soon they were accustomed to meeting in the reading circle or 
in the classroom library in the back of the room without self- 
consciousness. From nine to ten each morning every group, 
of some groups, met depending on the needs of the group, while 
.a • ' v ■ • % » t * - 
the others did seatwork. Groups were called in different or¬ 
der each day to prevent stigmatization. When it was evident 
that the five subjects would not be made conspicuous and that 
everyone in the room understood what was going on, the analy¬ 
sis of the five subjects1 reading skills was begun* From the 
beginning, the groups were so organized that these five con¬ 
stituted a group* When the time arrived for their group to 
meet, analyses were carried on instead of instruction. Some¬ 
times they met as a group and other times they met individually* 
• IRVEHTORY OF SIGHT VOCABULARY 
The extent of the sight vocabulary was investigated first* 
The subjects came individually to the library in the back of 
the room* The subject was told that he would be given a pack 
of words made up of 220 sight words1*that were absolutely nec¬ 
essary in all reading* It was explained that he needed to 
know these words immediately after "one look*" The words that 
were recognized immediately were to be put into one pile, the 
words that needed a second look were to be put in a second pile 
l.Dolch, Edward William, A Manual for Remedial Reading. 
Chicago, Illinois, 1939* 
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and the words that he wasn't sure of or didn't know were to 
he put in a third pile. The subject was not allowed to 
manipulate the pack of cards for himself. It was done for 
him so that the exposure time could be controlled so as not to 
allow him to study the cards. The cards were placed face 
down. One at a time it was flashed quickly and placed face 
down again. The subject was told to pay no attention to the 
teacher as she had the same list of words on a sheet of paper 
and she would be making notations for purposes of further in¬ 
struction. When all directions were clearly understood, the 
subject proceeded to read the cards. As each word was read, 
a record was made of the response. For words that were rec¬ 
ognized instantly nothing was recorded. For words that re¬ 
quired a second glance, a 2 was recorded. For words that re¬ 
quired a prolonged study, a 5 was noted. When words were mis¬ 
read or confused, the exact response was written. If there 
were words that were not attempted or unknown, a 0 was placed 
beside them. 
Since children need more than 220 sight words for good 
reading., the first test was not adequate to determine the ex¬ 
tent of each subject's sight vocabulary. So lists were made 
from the Durrell-Sullivan remedial-reading vocabulary list for 
the primary grades.1* . This list was derived by selecting words 
of the highest frequency in the Fauodtt-Maki list. Then they 
were checked against the International Kindergarten Union list 
and the Fitzgerald list. The lists were composed of twenty- 
1. Durrell, Donald D. Improvement of Basic Heading Abilities. 
World Book Company, Hew York; 1946. ^ 
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five words to prevent fatigue. Again each subject was ex¬ 
amined individually and notations were made of responses as in 
the case of the test on the Dolch sight vocabulary. All words 
that had been previously presented ?>?ere omitted from the s econd 
test. Of course, as these words were presented in a word list, 
the subject did not have to divide the words into groups. This 
time ho merely read them. To prevent analysis and study of 
words, each subject was provided with a marker which was large 
enough to cover up the entire list of words. Ho second pronun¬ 
ciations were permitted, because the object of the test was to 
determine recognition upon first glance. As each word was read, 
the marker was slipped down a bit. The words were double-spaced 
and each subject quickly gauged the amount of moving he had to do 
to uncover only one word at a time. The lists were made in du¬ 
plicate so that the child and the teacher had a copy* 
IHYEHTQHY Off PHOHSTIG SKILLS 
The phonetic skill of each subject was tested next. For 
these tests, sets of cards and check sheets were used. Chil¬ 
dren need to know the initial consonants to help them sound out 
words that lend themselves to phonetic analysis* Therefore, 
cards were made for the twenty initial consonants. One oonso- 
i 
nant was printed on each card. The subjects were tested indi¬ 
vidually. When each subject came to the library in the back of 
the room he was told the purpose of the test. He was asked to 
sound the letter if he knew it. If he wasn't sure of a sound* 
he was urged to try it. Should he feel sure that he did not 
know a sound, he was instructed to say that he didn't know it 
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immediately. The cards were stacked in order face down and the 
subject was asked to manipulate them himself. A card was picked 
up, sounded and then laid face down in another pile. As the 
cards were sounded a record was kept of each response. She in¬ 
itial consonants were arranged on a check sheet in the same or- 
. b 
der as the stack of cards. A simple key was devised to facili¬ 
tate the recordings. If a letter was sounded correctly, a check 
was made beside it. If a sound was not known a d. k. was writ¬ 
ten beside it to signify that the subject did not know it. When 
a letter was tried but mispronounced, then the exact response was 
noted. Sometimes the name of the letter was given instead of 
the sound. In that case an s. n. was put down beside the letter 
to show that the child said the name of the letter. Similar 
tests for the most common phonograms, initial blends and final 
blends were constructed and administered. The same procedure 
and the same checking device was used. The final and initial 
blends were combined into one group and used for a test at one 
sitting, The phonograms were arranged into three groups and used 
at three different sittings. Those that were commonly found in 
first grade reading material constituted one group; those found 
* * 
in second grade material a second group; and lastly those found 
in third grade reading matter. Since certain letters are com- 
t 
bined into prefixes and suffixes for some of the words in the 
English language, these were combined into a final test. (See 
appendix. Section A.) 
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iSSTlMATIQB Off AUDITORY DISCRIMIBATIOIf 
Some children learn new words slowly and fail to retain 
words presented in lessons because they pay slight attention to 
the sound elements of the w ords. J&ven children who have an ex¬ 
tensive speaking vocabulary often never notice that words contain 
sounds. Their ears are not attuned to sounds. Inability to 
recognize sounds within words often accounts for children’s fail¬ 
ure to make progress in ?/ord mastery. These children may be 
able to sound words or to sound initial consonants or blends when 
they are confronted by them. But these same children often have 
trouble in identifying the sounds they hear with the printed sym¬ 
bols. Because they can sound the "bl" in the word "black” does 
i 
not necessarily mean they will have a visual picture of ”bl” 
when they freer words like "blanket" and "bleach." These chil¬ 
dren have poor auditory discrimination. This inability to dis¬ 
criminate sounds shows up in spelling very frequently. Such 
children will often begin words with the incorrect letters and 
they will omit essential sounds or syllables or they will add 
nonsensical elements. Such children depend on memory alone. 
Should memory fail them entirely or in part, then their words 
are made up of the queerest and oddest combinations of letters 
and syllables. To discover if any of the five subjects needed 
ear training, some tests for auditory discrimination were given. 
All five subjects were tested at once. They were given sheets 
of paper on which were typed sets of words, three words to a set. 
Instructions were given that this was a test to discover whether 
they could identify sounds that they heard. They were told to 
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listen to the word the teacher would pronounce. Shis word was 
found in the first set. As soon as they located it they were 
to underline the word they heard the teacher pronounce* They 
were asked to listen closely because the word would be spoken 
only once* When it was evident that all understood, the sub¬ 
jects proceeded to listen and underline until one word in each 
set was underscored* Each set of words contained words that 
were similar in appearance. Sometimes the slight difference oc¬ 
curred at the beginning. Other times the middle of the words 
were different. Still other times it was the ending of each 
* 
that needed to be scrutinized for the difference was to be found 
there. The object of this test was not to determine whether 
the subjects could identify all the sounds in the English lan¬ 
guage but to discover what was the trend or tendency in the mat¬ 
ter of auditory discrimination. Following this test, the sub¬ 
jects were given a spelling test. Phonetic words of one or 
more syllables were dictated which the children were asked to 
write. Errors on this test would reveal one of two things. 
Either the boys did not know what the printed symbols for the 
» 
sounds were or they did not know how to write the letters. It 
was a case of poor auditory discrimination or a need for instruc¬ 
tion in penmanship. 2hese two tests were followed up by seat- 
work exercises in rhyming and noting similarities in sounds. 
BBTDEATI01I OF VISUAL 3)1 SCRIMIMaTIQH 
In addition to possessing the skill to discriminate sounds, 
children must be able to perceive likenesses and differences 
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in words. This skill is called visual disctimination. The 
s 
extent to which each subject possessed this skill was tested 
by a series of seatwork exercises. As each exercise was as¬ 
signed it was preceded by a short group discussion of the di¬ 
rections to insure that all understood the purpose and wording 
of the directions. After the seatwork was completed the cor¬ 
recting wasdone by the group under direction. As this correc¬ 
tion was taking place the performance of each one was noted. 
INVENTORY Off METHODS Off WORD ATTACK 
Children do not learn as sight words all the words that 
they will need to know in reading. Therefore, they need to ac¬ 
quire various methods of word attack and analysis that will aid 
them in solving and mastering new words. No one method is ever 
adequate. Some children learn only one or two methods and use 
them exclusively. Others learn no method well enough. While 
others do not realize that there is such a thing as helping 
themselves. To approximate the performance of each subject 
when he was confronted with words he did not recognize immedi¬ 
ately, each subject was asked to read aloud. A short selection 
that had not been previously nsed was utilized. The subject 
was called to the library and the purpose was explained. The 
boy was told that the teacher would be making notes on the read¬ 
ing that would help him to improve and that would aid the teach¬ 
er in future instruction. The child was encouraged to try all 
words he was not sure of. Mistakes that he made would not in 
any way be used to determine his reading mark. Nothing he said 
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or did would toe kept as a permanent record. When the subject 
was comfortable and in the proper frame of mind, he was asked to 
start his reading. Whenever he worked out a word that seemed to 
puzzle him, questions were asked to find out how he had arrived. 
If he stopped and seemed to make no headway, then he was asked 
what he was trying to do with the word. If he was endeavoring 
to use a method but seemed to be handicapped by lack of knowl- 
V 
edge of some sound, help was given. When the subject had no 
notion of what to do the word was supplied and the subject was 
told to go on. At no time was any instruction given as to the 
proper method to use since the object of this analysis was to 
determine what were the habitual methods in individual reading. 
The following check sheet of items was used. Each time a meth¬ 
od was employed a check was made beside the mode of response. 
1. Guessing 
2. Spelling 
3. Pictures 
4. Skipping 
5. Dependence 
6. Refusal 
7. Configuration 
8. Little words 
9. Syllables 
10. Phonics 
11. Context 
12. Initial consonant and context 
13. Combinations of any of the above 
An effort was made to find out whether children inspected the 
words and whether they began at the beginning of each word. 
Reversals and regressive eye movements are often caused by poor 
habits of visual perception. This was done by giving the sub¬ 
ject an opportunity to tell how he arrived at the pronunciations 
and by studying the errors in word recognition. 
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INVENTORY Off WORD RECOGNITION SKILL 
During this oral reading, in addition to checking methods 
of word attack, an attempt was made to get an estimate of word 
recognition skill of each subject. As each subject read aloud, 
it was possible to secure evidences of substitutions, additions, 
reversals, confusions, omissions, repetitions, and mutilations. 
In oases of mispronunciations the word that should have been 
read was jotted down and right beside it the way in which it 
was pronounced. Since no one performance was an adequate meas¬ 
ure, each subject read three or four times until a fairly accu¬ 
rate picture of his methods of analysis was obtained. Every time 
a different selection was used to provide a variety and breadth 
of different types of reading materials. After these selections 
were read no attempt was made to check comprehension. 
ESTIMATION Off EXTENT OR nQRD MEANINGS 
There was no time during these oral tests to check meanings 
of words found in the various selections. Consequently, after 
i r ' ^ 
the reading was finished each subject took to his seat some ex¬ 
ercises to be done while other groups met. These exercises were 
of the matching, completion, or the multiple-choice type. Sub¬ 
jects were allowed to take with them the reading material from 
which the words were taken for purposes of re-reading if neces¬ 
sary. 
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imveetoky off skill ub oral reasiiks 
Oral reading is of speoial importanoe for children with 
reading difficulties, faulty habits, difficulties, and confu¬ 
sions that may impair silent reading become immediately appar¬ 
ent in oral reading in a way to reveal reasons for the lack of 
progress and difficulties in comprehension. An oral reading 
test without any interruptions was given each subject, This, 
also, was an individual test, Each subject was told that he 
was going to read a selection to show how quickly and accurate¬ 
ly he could read. Contrary to previous tests there was to be 
no discussion or questions throughout. He was reminded to do 
the best he could if he came to troublesome words. It was sug¬ 
gested that he carry on as he did when he read silently. An 
easy selection of about 150 words was chosen in a third grade 
readerthat the subject had not read before, A stop watch was 
used to time the reading. When the reading was completed and 
the -time recorded, the subject was asked to answer orally eight 
questions to test his comprehension. Questions were prepared a- 
head of time and written down, The questions were so worded 
that it was impossible to answer them by either "yes” or "no," 
Words from the story were not used in framing the questions. 
As each subject read, notes were taken about expression, fluen¬ 
cy, enunciation, volume, and phrasing, 
DIVEffTQRY Off SILSHT READING HABITS 
Eo detailed analysis of silent reading was conducted since 
the two analytical standardized tests administered to the whole 
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class supplied necessary information about specific weaknesses 
as well as measures of the important study skills. However, 
specific information about habits of silent reading was desired. 
So the whole class was given an engrossing assignment in some 
reading workbooks. As the whole class worked on the same as¬ 
signment, the five subjects were observed. Attention was paid 
to such things as lip movements, head movements, whispering, 
pointing, positions of book and concentration. 
The fundamental psychological skills underlying reading and 
spelling are similar. In general, reading ability correlates 
closely with spelling ability. Both require skill in word per¬ 
ception, auditory discrimination and visual memory. To deter¬ 
mine performance in spelling, the five subjects were tested with 
the entire class. This project was carried on for one week. 
Each day for the first four days ten words were chosen for the 
spelling lesson which had not been previously studied. The mean¬ 
ings were discussed; the words were spelled, hard parts were un¬ 
derlined, syllables indicated; and games were played but no test 
was taken. Just before the children went home for their mid-day 
meal, the words were dictated and the children wrote them. Ho 
reference was made to the words again for the rest of the day 
and, of course, they were erased from the blackboard after the 
presentation, discussion and drill in the morning. Again, in 
the afternoon the same ten words were dictated just before the 
children left for the day. The results of the two tests were 
compared to find out how many of the ten words were spelled cor¬ 
rectly each time; what were the confusions; which ?>/ords began 
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to fade out of the memory soonest; what were the e videnoes of 
poor perception and auditory discrimination. On i'riday the 
whole list of forty words was dictated. fhe final test was com¬ 
pared with the daily tests and the errors were classified and 
studied. 
Although the methods of analyzing were informal and time- 
consuming, the net results were gratifying and extremely help¬ 
ful. Of course, the analysis was not exhaustive. An exhaust¬ 
ive analysis was not the objective. It would have been imprac¬ 
tical and probably impossible to secure one. The prime purpose 
of this initial analysis was to obtain as quickly as possible an 
over-all picture of each subject*s reading performance and most 
outstanding needs so that a beginning could be made in correct¬ 
ive work. This initial analysis will be supplemented by in¬ 
formation gleaned from day to day as remedial instruction is 
carried on. 
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gOEDIMS FHOH ANALYSIS Qg H^aDIUG- SKILLS Qg SUBJECTS 
Subject a 
Doloh Basic Sight Vocabulary — All the words were known 
either after the first glance or after the second glance. 
When errors on words were made corrections were made with¬ 
out any prompting. However, it was evident from the kinds 
of errors that were made that the subject was confusing 
many words that were similar in configuration and that his 
visual perception of words was too hasty and inadequate. 
3?he following and similar confusions were prevalent: 
reading put for but. kind for find, made for make. were 
for where, these for those, must for much, and if for it. 
Durrell-Sullivan Hemedial Vocabulary — 60^ of the vocab¬ 
ulary was known, but here again there was much configura¬ 
tion confusions. 
Phonetic Skills 
Initial Consonants — thirteen out of twenty conso¬ 
nants were sounded correctly. Seven were not known. 
Initial and Final Blends — Sixteen blends were known, 
twenty-four were tried but were sounded incorrectly, 
and five were not known. 
Phonograms — Out of eighty-eight phonograms taught 
to first, second, and third graders, thirty-eight 
were known. Forty-two were attempted but missed and 
six were not known. 
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Prefixes — Out of forty common prefixes seventeen 
were known, twenty-two were tried and either one 
pronunciation was given only or they were sounded 
incorrectly, and one was unknown* 
Suffixes — Out of twenty-four suffixes seven were 
known, eleven were tried but only one pronunciation 
was given or missed, and six were not known* 
Auditory Discrimination — Since time could not be 
taken for testing on all possible combinations of 
sounds, only an estimation of this skill was ob¬ 
tained* 2here was a general weakness in the skill 
of being able to write the sounds directed or to i- 
dentify the written symbol after a sound was given* 
'fhe spelling test revealed that many of the errors 
occurred because the subject was not using sounds 
to help him remember words or that he did not know 
what letters represented a certain sound* 'fhis was 
evidenced when words were begun with letters that had 
no connection with the beginning sound, when all let¬ 
ters in a given word were present but arranged in 
such an order that there was little connection be¬ 
tween the order and the pronunciation, when parts of 
other words were included in words when there was no 
need for those parts* 
Methods of Word Attack — 2he phonetic attack was 
most frequently used but lack of knowledge of sounds 
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handicapped the subject. Both phonetic and un- 
phonetic words were tried in this manner. Pictures 
were studied when the phonetic analysis proved un¬ 
fruitful. Context was used when pictures gave no 
clue. Finally, when a word could not be worked 
out any other way, he waited to be helped. 
Word Ileanin^s — The subject showed he needed much 
help on the meanings of words. 
Oral Reading — The oral reading was jerky with many 
confusions of words that necessitated re-reading and 
repetitions. The phrasing was inadequate. He read 
one or two words at a time. She poorest phrasing oc¬ 
curred when he did not know words and had to stop to 
work them out. The volume was inadequate because 
\ 
the subject read softly or in a high-pitched voice. 
There was little or no expression to the reading. 
The rate was very slow. Periods of rapid reading 
were offset by periods of slow word analysis so that 
the rate for fact material was about seven words per 
minute and the rate for stories was ten or eleven 
• 
words per minute. The comprehension was good after 
the subject had a chance to re-read parts of the se¬ 
lection for often he lost the train of thought while 
engaging in word analysis. 
Silent Beading — Observation of the subject during 
i 
assigned silent reading periods revealed that he often 
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whispered or used his lips. He was given to 
very short periods of concentration at the begin¬ 
ning, but in time he could be seen looking out of 
the window or staring off into space with a far¬ 
away look on his face. The following grade scores 
from two silent reading tests revealed his weak- 
*. * 
nesses in study skills. 
San^ren-Woody Test 
1. Bate—2*1 
2. Total meaning—2.5 
3. following directions—3.5 
4. Central thought—4.1 
5. V*ord meanings—4.6 
6. Pact material—4.5 
7. Organization—4.6 
8. Total score—3*7 
Iowa Silent Beading Test 
1. Rate—Below 2.9 
2. Rate and comprehension—2.9 
3. Directed Reading—3.4 
4. Word meanings—3.0 
5. Sentence meanings—3.4 
6. Location of information—3.9 
7. Use of the index—3.7 
8. Alphabetizing--4.1 
9. Paragraph comprehension—5.1 
10. Central idea—5.9 
11. Development— 4.4 
12. Total score—3.4 
Attitude toward Heading — This subject did very 
little outside reading. He owned a library card 
but he seldom used it and it was kept at the ath- 
eneura. Any reading that was done took place when 
he read the comics. During school time reading was 
done under compulsion. Although there was a class- 
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room library that had its stock regularly replen¬ 
ished from the college library, the local library, 
and loans from pupils and teachers, he avoided us¬ 
ing the books. He did look through some books but 
spent most of his time in the library looking at and 
studying the illustrations. He enjoyed listening 
to others when they read stories but never volun¬ 
teered to read any. During reading periods his 
interest and effort was spasmodic. Generally, his 
actions when he was reading showed him to be unhap¬ 
py and insecure in a reading situation. Throughout 
the testing and investigation he was shy and al¬ 
though he could do some things correctly, he was 
never sure whether his responses were right or not. 
PROPOSALS FOR CORRUPTIVE WORK Iff HEADING 
1. Intensive review of sight and basal vocabulary 
£. Intensive review and teaching of phonetic skills 
5. Teaching a variety of word attack methods 
4* Teaching enrichment of words 
5. Providing much easy oral and silent reading 
material to give practice in reading 
6. Providing instruction in study skills 
7. Arousing interest in outside reading 
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Subject B 
Dolch Basle Sight Vocabulary — All of the words were 
known either after the first or second trial* Ho at¬ 
tempt was made to correct the first error unless at- 
tention was called to the fact that a word had been 
mispronounced* The visual perception of words was ha¬ 
sty and inadequate. Words were confused with those 
that had similar configuration. Reversals were common. 
/ 
Durrell-Sullivan Remedial Vocabulary — 70jS of the vo¬ 
cabulary was known but here again there was much con¬ 
figuration confusions* If there had been less haste in 
the reading of words and better habits of visual percep¬ 
tion, there would have been fewer errors on words. 
Phonetic Skills 
Initial Consonants — Hina out of twenty consonants 
were sounded correctly, eight were tried but missed 
and three were unknown. 
Initial and Pinal Blends — Seventeen blends were 
sounded correctly, twenty-six were attempted and 
missed, and two were unknown. 
Phonograms — Out of eighty-eight phonograms pre¬ 
sented in the first three grades, forty-four were 
sounded correctly, thirty-seven were missed, and 
seven were not known therefore were not attempted. 
Prefixes — Out of forty common prefixes eighteen 
were done correctly and one was unknown. Twenty 
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one were tried* Some of these were sounded in¬ 
correctly and others were given only one pronuncia¬ 
tion. 
Suffixes — Out of twenty-four common suffixes six 
were known, twelve were tried but only one pronun¬ 
ciation was given or they were missed and six were 
not known. 
Auditory Discrimination — fhere was a general weak¬ 
ness in this skill for beginning sounds, blends and 
endings. fhe spelling test revealed that there was 
a great tendency to omit endings of words and leave 
out necessary letters and syllables. fhe sequence 
of letters and sounds was often incorrect. Some 
words were just a collection of letters that could 
not even be pronounced to say nothing of their hav¬ 
ing any relation to the word given. Many words were 
written so poorly that they were not distinguishable. 
ISasy phonetic parts of words were missed as often as 
those that were unphonetio. Some words were started 
and then left unfinished. 
Methods of Word Attack — Many words that were not 
known were skipped. Ho effort was made to apply 
phonics. Picture clues, configuration and contextu¬ 
al clues were the methods most frequently employed, 
fhere was a frequent tendency to ask for help even 
before a word was attempted. Words were seldom 
worked out from left-to-right in order. 
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Word Meanings — This subject showed that he needed 
much help on the meanings of words. 
Oral Reading — The oral reading was jerky with 
much miscalling of words, confusions, reversals and 
repetitions. The phrasing was adequate except when 
lack of word recognition necessitated frequent stops 
and slow word analysis retarded rhythmic reading. 
The volume was too great and the reading lacked ex¬ 
pression. The comprehension was good after the sub¬ 
ject had a chance to re-read the selection and when 
he had no trouble with words. When all words were 
known the rate tended to increase rapidly and com¬ 
prehension often suffered. Hapid reading was offset 
by slow word analysis so that the rate of words read 
per minute averaged twelve or thirteen words. The 
•'M . ♦ 
enunciation was poor on most words but especially on 
words that were not kno?m immediately. 
. *'* ■ >•;- '•***'' 
Silent Reading — It was observed that this subject 
retarded his rate of silent reading by using his 
lips as he read. His periods of concentration on 
assigned silent reading were short. He always re¬ 
belled when he had to do some reading and spent a 
long time fiddling around and making a great ado 
before he got under way. He was ready at the "drop” 
of a hat” to find some excuse to stop and look a- 
round. The following grade scores from two silent 
reading tests revealed his weaknesses in study skills. 
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3angren-Woody Test 
Word meaning—3*3 
Rate—2*6 
Pact material—4,10 
Total meaning—3*2 
Central thought—4.1 
following directions—2.7 
Organization—6. 5 
Total score—3.10 
Iowa Silent Reading Test 
Rate—4.2 
Rate and comprehension—Below 3.6 
Directed Reading—4.7 
Word meaning—3.4 
Paragraph comprehension—6.0 
Central idea—6.9 
Development—6.0 
Sentence meaning—3.6 
Location of information—Below2.9 
Alphabetizing—Below 2.9 
Use of index—Below 2.9 
Total score—3.6 
Attitude toward Reading — This subject disliked reading 
very, much and did little reading outside of school ex¬ 
cept that which occurred in reading of the comics. 
He owned a library card but seldom used it. During 
school time, he used the classroom library books very 
little. Of course, he spent time there, but that was 
mainly for looking through books for their pictures. 
He was always interested in hearing someone else read 
or tell stories but would never exert himself to re¬ 
ciprocate. During reading lessons he was usually in¬ 
attentive and disturbing somebody around him. He had 
a tendency to argue or ridicule or criticize. When he 
performed poorly in reading he would be most embarrassed. 
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but he used many ways in which to cover up the fact. 
His most usual reaction at such times was to shrug his 
shoulders and pretend he didn’t care. Throughout the 
testing program he spent much time trying to explain 
why he couldn't do the things asked of him. 
PROPOSALS POR GOBRRCTIVE WORK Iff HEAHIHG 
1*. Intensive review of sight and basal vocabulary 
2. Intensive review and teaching of phonetic skills 
3. v Teaching a variety of word attack methods 
4. Teaching enrichment of words 
5. Providing much easy oral and silent reading 
material to give practice in reading 
6. Providing Instruction in some of the study skills 
V* ' < 
7. Arousing interest in outside reading 
65 
Subject 0 
Doloh Basic Sight Vocabulary — All the sight words were 
known only after the third or fourth glance. His per¬ 
ception of words was slow. He would have been happy 
to get a hold of the cards and study them before making 
a response. There were evidences of confusions on 
words of similar configuration. 
Durrell-Sullivan Remedial Vocabulary — 60$ of the words 
were known. If more time had been permitted for study¬ 
ing the words, the percentage might have been higher. 
Confusion difficulties were present. 
Phonetic Skills 
Initial Consonants — Fourteen out of twenty conso¬ 
nants were sounded correctly. Four were tried but 
missed. Two were not known. 
Initial and Final Blends — (Thirteen blends were 
known, twenty-six were tried and missed, and six 
were unknown. 
Phonograms — Out of eighty-eight phonograms taught 
in the first three grades, thirty-eight were known. 
Thirty were attempted but missed and twenty were 
» * 
unknown. 
Prefixes — Out of forty common prefixes, sixteen 
were known. nineteen were attempted but either 
only one pronunciation was given or missed, 
were not known. 
Five 
67 
point he would skip around until he could find a 
known sound or a little word. Then he would re¬ 
read what came before and after the word in question 
and try to derive the pronunciation from the con¬ 
textual clue. All pictures were studied before and 
during reading so that aid could be obtained from 
them. Configuration clues were often employed. 
As he worked on words, if he could not figure out 
t 
the word as soon as he thought he should he would 
start making faces or shaking his head and then tears 
would well up in his eyes and his voice would start 
to quiver and then he would ask for help. But not 
until he had tried all the few clues he knew of. 
Word Meanings -- It was evident that this subject was 
in need of much word enrichment. 
Oral Reading — The oral reading was slow painstak¬ 
ing, word-by-word reading* Much attention was given 
to expression* In fact, at times it would be most 
exaggerated* However, many times, even when there 
c . 
was no need for any special expression, he would 
manage to put it in* The enunciation was extremely 
good* Slow perception of words, careful enunciation, 
and slow word analysis reduced the rate of reading to 
seven or ten words per minute. Comprehension was 
good for all that was read but in a timed oral test, 
few questions could be answered because of the slow 
reading rate. Given enough time and material with 
68 
few unknown words, he oould understand what he was 
reading* 
Silent Beading — Constant lip and head movements 
impeded this hoy’s rate in silent reading. Some¬ 
times he would whisper so loudly that he could he 
heard by his neighbors. His concentration was ex¬ 
cellent, He worked at a task until it was finish¬ 
ed, Even after it was done he would look it over 
although this extra precaution did not always re¬ 
sult in improvements. He always attacked his read¬ 
ing with enthusiasm but this did not last long when 
he encountered difficulties. Many times he would 
start weeping when he got to a point when he could 
not help himself. The following grade scores from 
two silent reading tests revealed his weaknesses in 
study skills, 
• t • i 
Sangren-Woody Test 
1, Word meaning—2,10 
2, Bate—Below 2,1 
3, Fact material—4,5 
4, Total meaning—2,4 
5, Central thought—3,1 
6, Following directions—3.5 
7, Organization--3,5 
8, Total score—2,2 
Iowa Silent Beading 
1. Bate-Below 2.9 
2. Bate and comprehension—3.2 
3. Directed reading—3.9 
4. word meaning—3,1 
5. Paragraph comprehension—4.4 
6. Central idea—4.8 
7. Development—3.8 
8. Sentence meaning—3.6 
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9. Location of information—4.0 
10. Alphabetizing—2.9 
11* Use of index—4.0 
12. Total score—2.8 
Attitude toward Heading — This subject disliked read¬ 
ing because it gave him trouble. He tried to be in¬ 
terested but too often it caused him to suffer so he 
avoided it. He would go to the classroom library 
and start books but he seldom stayed with a book for 
long. Sometimes if he could find a book easy enough 
he would read it when other children were not in the 
library. He would be ashamed to be seen reading easy 
hooks especially in the presence of boys. When few 
children were in the room he would bring it to me to 
show some interesting portion and talk about it. He 
was motivated to do this to show me that he could read 
for himself. This would happen generally after he had 
not performed too well during some class period. He 
was too busy helping at home to spend much time in read- 
ing* He owned a library card but for the most part it 
stayed in the public library. When it was used, it 
was for the purpose of bringing pictures to school for 
some unit that was in progress. During reading class¬ 
es, he was very attentive and tried as hard as he could. 
Emotional tensions played havoc with his achievement 
however. During the testing program he was shy and un¬ 
certain of himself. He was possessed with the idea 
that he wasn't doing well. Fear of making mistakes 
caused him to work slowly. 
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PROPOSALS ffQR QQRRRQglVR WORK 13 RJSADI3G 
1. Intensive review of sight and basal vocabulary 
2. Intensive review and teaching of phonetic skills 
3. (Teaching of a variety of word attack methods 
4* (Teaching of phrasing if improved word recogni¬ 
tion and word attack methods did not overcome 
the slow word-by-word reading 
5. Teaching enrichment of words 
6* Providing much easy oral and silent reading 
material to give practice in reading 
7* Providing instruction in some of the study skills 
8« Helping him to get over the notion that he 
must be ashamed of books because they are easy 
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Subject D 
Dolch Basic Sight Vocabulary — 90% of the words only 
were known. All except the very simple two or three 
letter words required three or four "looks” before 
a response was given. fieversal errors were present 
as well as confusions on words of similar configu¬ 
ration. Visual perception was slow and this subject 
frowned as he looked at words. Shis behavior pointed 
to some deficiency in sight. 
Durrell-Sullivan Remedial Vocabulary — 57% of the words 
were known. Similar errors and behavior were noted in 
this test. There Beemed to be a reluctance in re¬ 
sponses. This might be accounted for by the desire not 
to make mistakes or to cover up lack of knowledge of the 
many words. Sometimes before a word was tried the sub¬ 
ject would ask what some of the letters were. He seem¬ 
ed to be most comfortable when he sat with his head 
bowed low close to the words he was reading. 
Phonetic Skills 
Initial Consonants — Thirteen of the tv^enty conso¬ 
nants were sounded oorreotly. Five were missed 
and two were not known. 
Initial and Pinal Blends — Sixteen were sounded 
correctly. nineteen were attempted and missed. 
Ten were unknown. 
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Phonograms -- Shirty-five of these sounds were 
sounded correctly, fourteen were attempted but 
were done incorrectly. Thirty-nine sounds were 
not attempted because this subject said he did 
not know them. 
Prefixes — nineteen were tried and sennaed correct¬ 
ly. Fourteen were judged inaccurate because only 
one sound was given or they were sounds wrong. 
Seven were not even attempted. 
Suffixes — Three only in this group were sounded 
accurately. Ten were attempted and showed need 
for improvement. Eleven were not attempted. 
Auditory Discrimination — There was evidence that 
this subject had the skill to distinguish initial 
consonants in cases where the sounds were known. 
This was also true of initial and final blends. 
The spelling test revealed that there was some at¬ 
tempt at using phonics although he was trying to 
break the phonetic elements down into too small ele¬ 
ments. The word glass would be spelled galas. 
Parts of words would be omitted entirely. Some¬ 
times this occurred in the middle of a word or at 
the end of a word. There were many vowel errors. 
Words were started and left unfinished. Many words 
showed a dependence on memory for often the right 
letters were used but the order in which they were 
written was incorrect. Throughout the test the sub- 
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ject showed signs of "being swamped*” He would 
sigh and asked that words be repeated because he 
hadn't heard them. 
Methods of Word Attack — There was extreme de¬ 
pendence on the contextual clue for working out 
new words or unknown words. Pictures were used 
whenever there were any. When sounds were used 
this was confined most generally to the initial 
consonant and then the context was consulted. Some¬ 
times when the configuration seemed to offer a clue 
then words were guessed at and eliminated as a pos¬ 
sibility when they did not fit into the sense of 
a sentence or thought. Configuration might have 
started a train of thought but it was context that 
helped to make the final decision. 
Word Meaning — There was much need to provide train¬ 
ing for the development of word meanings. 
Oral Reading — The reading was slow word-by-word 
reading. Because of low sight vocabulary and in¬ 
adequate basal vocabulary, the reading was punctua¬ 
ted by frequent halts for the purpose of working out 
a word. Use of the contextual clue required long 
periods of analysis while the subject explored the 
various possibilities that such a technique offered. 
This affected the rate which was slow*. The subject 
often averaged five. six. or seven words a minute. 
Sven when words offered little difficulty, the reading 
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continued to be clow word-by-word reading. flu¬ 
ent t phrase reading was rare. Having bo much to 
occupy his attention as he read, there was little 
thought given to expression and voice. In spite 
of the frequent halts, he was able to retain the 
thread of the subject matter so that his comprehen¬ 
sion was not impaired. Ho only got a low score 
on comprehension because he was seldom able to 
read fast enough to make a good showing. If a 
three minute test on a paragraph was given for 
reading and answering some questions, all of the 
time was spent on the reading and time was called 
before he even got to the questions. The number 
of questions he was able to answer was dependent on 
the amount of material he was able to cover. Given 
enough time h© could always make a good showing on 
compr ohensi on. 
Silent Beading — excessive lip movements accompanied 
by pointing with the finger impeded his silent read¬ 
ing. He was capable of extended periods of concen¬ 
tration when reading was interesting and not too dif¬ 
ficult. The following grade scores on two silent 
reading tests revealed his weaknesses in study skills. 
San&ren-Woody Test 
1. Word meaning—Below £.1 
£. Hate—Below £.1 
3. &aot material—3.5 
4. Total meaning—Below £.1 
5. Central thought—4*10 
6. following directions—2*7 
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7. Organization—Below 2.1 
8. Total score—2.2 
Iowa Silent Beading Test 
1. Bate—Below 2*9 
2. Rate and comprehension—Below 2.9 
3* Directed reading—Below 2.9 
4. Vkord meaning—2.9 
5. Paragraph comprehension—Below 2.9 
6. Central idea—Below2.9 
7. Development—Below 2.9 
8. Sentence meaning—2.9 
9. Location of information—3.8 
10. Alphabetizing—4.5 
11. Use of index—3.1 
12. Total score—2.9 
Attitude toward Reading — This subject disliked reading 
and he avoided it whenever it was possible. He spent 
much time in the library on science books, but this 
was for the purpose of looking through books for their 
pictures. His reading was largely confined to reading 
the captions under the pictures. He owned a library 
card and had to use it regularly. when he brought his 
books home he had to read them to his mother each night. 
When he had trouble with words his mother attempted to 
help him by insisting that he spell the words aloud to 
help him remember them. This did not help him but only 
increased his dislike for reading. Many times he would 
be told a word before he had a chance to even try it. 
During reading classes he was obsessed by the notion 
s 
that he couldn*t do well that often vdry little learn¬ 
ing took place. Throughout the testing program he 
gave evidences of being embarrassed. He begged off do¬ 
ing any oral reading before the class. 
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PROPOSALS FOR QQfiHEOTIYE WORK IH RBADIH& 
1# Intensive review of sight and basal vocabulary 
2. Intensive review and teaching of phonetic skills 
3. Teaching a variety of word attack methods 
4. Providing training in phrase reading if improve¬ 
ment in word recognition and word analysis did 
not bring about phrase reading 
5* Teaching enrichment of words 
6. Providing much easy oral and silent reading 
material to give practice in reading. 
7. Providing instruction in study skills 
8. Arousing interest in independent outside reading 
/ 
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Subject ft 
Dolch Basic Vocabulary — All words were read correct¬ 
ly after either the first, second, or third glance. 
The easiest words made up of two or three letters were 
the ones that were read after the first glance. His 
perception of parts of words and then guessing at the 
rest caused him to mis-read words. Confusinns of 
words of similar configuration were present. Reversals 
and omissions of endings were other types of errors. 
Durrell -Sullivan Hemedial Vocabulary — 60$ of these 
words were known. If better habits of visual per¬ 
ception had been employed, there might have been fewer 
errors. It was observed when many of these words were 
read later in context, they were recognized after pro¬ 
longed study or after one or two trials. The context 
helped to determine whether a word was "while” or "white”. 
Phonetio Skills 
Initial Consonants — fourteen of these were known 
and sounded correctly. Five were missed and one 
was not attempted because the subject was sure he 
didn*t know it. 
Initial and Pinal Blends — Twelve blends were 
sounded correctly. Twenty-nine were sounded in¬ 
correctly and four were not known. 
Phonograms — Thirty-four were sounded correctly. 
Thirty were mis sed and twenty-four were not known. 
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Prefixes — Sixteen were known. Eighteen were 
missed. Six were not attempted because they were 
not known. 
Suffixes — Pive were known. Six were sounded in¬ 
correctly and thirteen were not known. 
Auditory Discrimination — This subject showed evi¬ 
dences of possessing a limited amount of skill in 
distinguishing sounds, both single sounds and blends 
However, he seemed to do better when he had to i- 
dentify a given sound from among others than when 
he was asked to write the letter or letter for the ■ 
sound, fhe spelling test revealed that he was not 
given to dependence on phonics as an'aid to spell¬ 
ing. Words were often begun with letters that had 
no connection with the sound. nonsensical letters 
and groups of letters were added if only a part of 
a word could be remembered. However, the predomi¬ 
nant characteristic of his spelling was writing what 
ever letters he could remember that occurred and 
leaving the word at that. He certainly pessessed 
more phonetic skill than he was employing in spell¬ 
ing. He could read more sounds than he could write 
It certainly looked as though he could do with ear 
training lessons where the emphasis was placed on 
perceiving words to locate sounds, practicing saying 
them and then writing the sounds. 
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Methods of fiord Attack — His first reaction to 
words was to wait and be told what they ?jere. This 
behavior was brought about by outside reading with 
his mother who too often supplied the words that 
he should have tried for himself* When no aid was 
forthcoming, then he would guess at the word from 
its configuration if possible. Other times it was 
outright guessing* Sometimes he would skip a word 
when configuration, guessing or pictures provided 
no clue* Once in a while he would resort to con¬ 
text for assistance* He had little success with a 
phonetic analysis for the reasons that he would not 
work out a word systematically; often he was handi¬ 
capped by lack of knowledge of sounds and he had 
some trouble with blending sounds* Once in a while 
if a word contained a simple word at the beginning 
he would see it and use that as a help* 
Word Meanings — The subject showed that he needed 
help with word meanings. 
Oral Reading — Hie oral reading was a slow. Jerky 
unintelligible sort of performance. His enunciation 
was poor and he mouthed and seemed to swallow his 
words* Poor word recognition and slow word analy¬ 
sis caused him to read a single word at a time or in 
small units of two words. If he were asked to re¬ 
read sentences once he was sure of his words, he 
could phrase well and correctly. There was no 
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expression to his reading and he would begin 
with a loud voice and eventually the volume would, 
decrease to a monotonous, low mumbling. His rate 
averaged to about six, seven or eight words per min¬ 
ute, During his reading he lost the train of 
thought when he stopped to work out words and his 
comprehension suffered. His periods of concentra¬ 
tion were very short and that interferrod with com¬ 
prehension too. 
Silent Heading — Occasionally he was observed using 
lip movements but for the most part his silent read¬ 
ing was not interferred by them. His greatest hand¬ 
icap was lack of concentration and interest in read¬ 
ing. He seldom started any assignment immediately 
and had to be prodded to start. Even then he was 
reluctant to begin and soon he could be seen just 
staring off into space. If he were observed, he 
would scowl and frown as if he had been pondering over 
some point. But if a move was made to find out what 
his trouble was, it was found that nothing related to 
the reading had been going through his mind. Some¬ 
times he oouldnlt even remember what he was suppossed 
to be doing. In order to get him to do an assign¬ 
ment through from beginning to end it was necessary 
to sit right beside and guide him through the various 
steps. He fiddled away so much time that he had to 
do most of his work after school. His most frequent 
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excuse was that he did not understand the direc¬ 
tions. But the real trouble was that he did not 
attend when directions were being given, or that 
he had not read them if they were on the board. 
Utter dependence and lack of initiative character¬ 
ized much of his work. She following grade scores 
from two silent reading tests revealed his weakness¬ 
es in study skills. 
Sangren-Woody Test 
1. Word Meaning—2.1 
2. Bate—Below 2.1 
3. Pact Material—3. 5 
4. Total meaning—2.4 
5. Central thought—3.1 
6. Poliowing directions—Below 2.1 
7. Organization—2.9 
8. Total score—2.2 
Iowa Silent Reading Test 
1. Rate—4.5 
2* Rate and comprehension—3.4 
3. Directed reading—Below 2.9 
4. Word meaning—3.3 
5. Paragraph comprehension—Below 2.9 
6. Central thought—Below 2.9 
7. Development—3.1 
8. Sentence meaning--Below 2.9 
9. Location of information 
10. Alphabetizing—Below 2.9 
11. Use of index—3.4 
12. Total score—Below 2.9 
Attitude toward Reading — This subject disliked 
reading. He never spent any time in the classroom 
library because he was behind in everything that had 
to be done so that he never had any spare time. 
His mother picked out books for him in the public 
library and he spent time outside of school reading 
82 
aloud from these books* During reading classes 
he would be inattentive and disinterested. When he 
was called on and found out,he became irritated or 
sullen or belligerent. But he did little to keep 
himself out of these situations. Seldom a day went 
by but he was struggling against some inner turmoil. 
He was forever fuming Qbout something. Many timesit 
was not related to school but school work had to suf- 
/ i 
fer as he seemed to have to give vent to his feelings. 
Heading and spelling gave him more trouble than other 
subjects so his attitudes toward these two subjects 
e 
were most affected# 
PROPOSALS FOB OOBBHtfTIVfl rfQHK ID HiiUDIHG 
1. Intensive review of sight and basal vocabulary 
2. Intensive review and teaching of phonetic skills 
3. teaching of a variety of word attack methods 
4. teaching enrichment of words 
5. Providing much easy oral and silent reading to 
4 
provide practice in reading 
6. Providing instruction in study skills 
7. Helping him to secure peace of mind so that he 
would not vent his feelings on reading and arousing 
interest in independent outside reading. 
G3SHSRAL PLAH OF REI;IEI)TAT, TiSACHIUG 
Since the needs of the five subjects were similar in 
many ways, it was decided that initial instruction be giv¬ 
en to the group of five, instead of individually. Five 
hours of a school day would not permit any other arrange¬ 
ment. She welfare of twenty-five other children had to 
be considered. It was planned that once the program was 
under way individual instruction would supplement the 
group instruction when group instruction did not pro- 
»* * i '' 1 ■ , t 
mote enough progress and improvement or did not meet the 
needs of the individual subjects. 
Instruction for the group was to be carried on in so 
far as possible during the school day so that these five 
subjects could lead the normal life of other children, 
coming to school with the others and going home with them. 
Little would have been gained by after-school classes when 
children and teacher alike would have been fatigued. In¬ 
sistence on before-school classes would have placed an 
added burden on some subjects and might have interrupted 
and interfered with home life. 
Since the subjects were having enough trouble in 
keeping up with the class already it was decided to re¬ 
lieve them of reading instruction in other groups until 
such time when they could again take their places with 
confidence and an assurance of success. It would have 
aggravated their troubles if they had been exposed to reg¬ 
ular instruction and additional instruction besides. 
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As many self-help methods and devices as possible 
would have to be employed so that the subjects dould give 
themselves and each other the practice that would be re¬ 
quired to bring about improvement* The materials would 
have to be interesting and the devices such that they 
would appeal to the play and game spirit of boys. The 
lessons would have to be short until the interest and at¬ 
tention span were increased* Introduction of new work 
would have to be gradual so that the subjects could feel 
and sense and see their progress* 
The first objective would be to provide much experi¬ 
ence with the basal and sight vocabularies. The subject 
could not hope to read better unless they had a stock of 
words that could be recognized quickly and correctly. To 
promote quick recognition they would have to improve their 
perception of words* They would have to learn to see the 
whole word, its beginning, middle and ending. They would 
have to learn to distinguish better the likenesses and 
differences in words. They would have to learn sounds so 
they could learn to use them when they occurred in words. 
They would have to learn to remember key words to help 
them read others that were made up of similar elements. 
They would have to learn what combinations of letters 
produced a given sound. 
The second objective would be to provide training in 
a variety of word attack methods so that word analysis 
would be speeded up and so there would be less and less 
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occasion for dependence upon a teacher in a reading sit¬ 
uation* 
She third objective would be to provide opportuni¬ 
ties in sight reading so that the subjects would meet the 
words they have been working with to test their progress, 
to reveal new needs and to give them cumulative practice* 
She fourth objective would be to start silent read¬ 
ing as soon as the subjects have made sufficient progress 
in word recognition and word attack methods* 
She fifth objective would be to start intensive train¬ 
ing in study skills I’shen the subjects have mastered most 
of their other needs first* 
She sixth objective would be to arouse interest in 
outside reading so that they would continue to practice 
the skills that would have been acquired and to increase 
the general skill of reading through much reading* 
\ 
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DESCRIPTION Off METHODS USED II? CORRECTIVE WORK 
SETTING THE STAGE 
Before corrective work was begun, an effort was made 
to eliminate, if possible, any outside interferences. In¬ 
dividual conferences were held with parents, during which 
time an outline was given of the findings obtained from in¬ 
vestigation and testing. Proposals for corrective work 
were explained. The co-operation of the parents was sol¬ 
icited. The parents of the five subjects were delighted 
with the proposed program especially when they understood 
that their children were not backward, but were only having 
troubles common to many children who were learning to read. 
When each parent asked in what way she could help her child 
to make progress, specific suggestions were offered. In 
the case of Subject A, it was seeing to it that he got plen- 
§ 
ty of reBt and sleep and that his weight be increased. In 
« 
the case of Subject B it was refraining from robbing him of 
opportunities to do reading for himself, when needs arose. 
In the cases of Subjects D and E it was refraining from giv¬ 
ing extra help in reading. Since all five subjects showed 
an antipathy for reading, it was suggested that all of the 
parents refrain from nagging, scolding or prodding about this 
subject. They were asked not to exhibit any over-curiosity 
or over-anxiety about progress, especially, in the beginning. 
When the co-operation and confidence of the parents was 
gained, the next step was to secure the confidence and 
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co-operation of the five subjects* After the testing pro¬ 
gram was finished, the first meeting of the group was devoted 
to discussion. They were asked if they disliked reading. All 
five attested to the fact that they disliked reading. When 
asked why they disliked reading so much, in a round-a-about way 
they finally arrived at the conclusion that they couldn't read 
as well as the other children or that they couldn't read as 
well as they would like to. Then the children were told that 
enyone who had trouble with reading usually disliked it, but 
not everyone who disliked it knew why. In that respect, I 
told them that they were ahead of others. Then they were asked 
if they thought they could learn to read better. Shyness over¬ 
came the group. Hot a single one was sure that this was pos¬ 
sible. Most of them were afraid that they were too far be- 
•* 
hind the others. Subject 2) volunteered that he thought he was 
too "dumb." Subject £ was convinced that his mother didn't 
think he was as smart as others so he didn't think he could. 
Subject B asked me what I thought about it. Using that as a 
cue, I told them that everyone in the group was smart enough 
to learn to read better. I told them I was prepared to give 
* 
them the help they needed, but they could not become better 
readers unless they wanted to become better readers and unless 
they tried to help themselves. At this point each one volun¬ 
teered that he wanted to become a better reader. Then I asked 
them what they were prepared to do to help themselves. In 
turn they thought that they should pay attention and try in 
every lesson. To this I added that they should not be 
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ashamed of making mistakes or be ashamed of asking for help 
when they needed it* Above all they must not try to oompare 
themselves with anyone else in the room* Regardless of what 
anyone else was doing, their ;job was tomake progress and not 
keep up with anyone else* Simply and straight forwardly I 
told them that in my experience children often had the trou¬ 
bles they did* "That was part of learning," I said, "having 
some troubles*" They were told it was possible for them to 
overcome these difficulties if they didn’t get discouraged 
and give up. Hobody would look down on them because they 
could not read beautifully but children, teachers, and par¬ 
ents would not have much use for them if they didn't try to 
improve when they had a chance* In conclusion they were 
told that others in the room were having similar troubles and 
/ . 
that they would receive siipilar help once I got them on the 
way. I predicted that before long other children in the 
room would be clambering for a chance to do the kind of les¬ 
sons they would be doing* Relief flooded the faces of the 
five subjects and their eyes began to shine* Tensions seemed 
to evaporate into thin air* "Won't we have to read with the 
other children?” asked one* "Would you rather read by your¬ 
selves in a group for a while?" was the reply. All were of 
the opinion that they would rather read in a small group be¬ 
cause they thought they would get more chances to read. To¬ 
gether plans were talked over about the kind of reading they 
needed to do first. As a result of the testing program, all 
were pretty aware of their shortcomings. They knew that they 
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didn’t know all the words they should and they were pretty 
certain that they needed help with their sounds. Some of 
/ i 
the boys confessed that they couldn’t work out new words very 
well* I knew their weaknesses, but giving them a chance to 
see if they knew their own was important. It saved me the 
time to tell them* It was important that they know them so 
they would understand what they were working for* By this 
time twenty minutes of the period had elapsed. There was 
/ - * * 
time only for discussing an assignment for seatwork. Since 
the boys elected working on sounds and words and word attack, 
that was where we began. Book I of the "Bye and Bar Bun" 
series was passed out* They examined the workbooks and brief 
explanations were made* They were tickled with the books. 
They thought they were easy to start with and they thought 
it was fun to work on sounds by doing exercises. Thirteen 
pages is what they chose to do for the first assignment. They 
even asked if they could color the pictures after they did the 
assigned work* when permission was granted, they left for 
their seats, happy, interested and determined to succeed. Bor 
a few minutes they stopped to show the books toothers,, but 
soon they were busily engaged in doing the exercises. They 
stayed with their books throughout the entire seatwork period 
while others were reading* Thus a good beginning was made* 
QBGABIZATIOff QB CLASS 
Bow, it was necessary to organize the class for three 
groups of reading instruction instead of two so that time each 
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day could be devoted to these five subjects. Consequently, 
the class was divided into the following groups: 
the five subjects constituted Group I, fifteen of the best 
readers constituted Group II# and the remaining ten children 
constituted Group III. An hour each morning was given over 
to reading. Sometimes all three groups met each day depending 
on the nature of the reading lessons. Then the periods were 
of twenty minutes duration. Other times the hour was divided 
into two periods of thirty minutes each. At such times a 
stagger system was devised to accommodate the three groups. 
Monday Tuesday Wednesday Thursday Friday 
Group I Class Class Class Class Class 
y 
Group II Seat. Class Seat. Class Seat. 
Group III Class Seat. Class Seat. Class 
Group I met for class instruction each day according to the 
above plans. The other groups met alternately for instruc- 
tion or spent the period doing related seatwork. One week 
Group II had three classes and the next week Group III had 
three classes. 
TRAlHIBG FOB SOUBPS AUP SIGHT VOCABULARY 
For the first two weeks part of the class period was 
spent on work based on the ”15ye and Bar Fun” book. 
This book provided a review of 600 basic words found in most 
1. Stone, Clarence B. %ve and Ear Fun. Book I, 
Webster Publishing Company, St. Louis, Mo.; 1933. 
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of the basal first readers, plus a review of the initial 
consonants, blends, and phonograms developed on the first 
grade level, plus providing opportunities for various methods 
of word analysis and attack that are presented to first grade 
children. Of course, the book of sixty-four pages did not 
provide opportunity enough for all the drill and practice 
that these boys needed. All the sets of exercises had to 
be supplemented but its chief value lay in providing motiva¬ 
tion for sound training and word analysis that each boy sore¬ 
ly needed. A teacher is hard put often to get boys to want 
to review sounds and word analysis. The books were finished 
in two weeks. At the end of the two-week period the boys had 
a feeling that they had indeed accomplished something. They 
could feel and see their progress. They had reviewed all ttte 
initial sounds except X and They had worked with the fol- 
* 
lowing blends: sh, jst, th, wh, tr, Ijo, wr, cl, bl, gl, sp, 
si, br, dr, str, fr, gr, pi. ble. sw, thr, ch, and sm. They 
had a chance to identify and practice the following phonograms: 
at. an. and, sp. ag. ad. ack, jet, ell, en. ed, ent. eg. est. 
ill, ish. ink, ick. ig. in, ft, ix, 0£, ock, o&, on£, on, od, 
ox. of. ot. ond. un, ug, at, us, U£, um, ub, ay, ake. ate. 
ace, ame. age, ail, ai, e£, ear, ea. ide. ine. ice, ile. ight. 
ind. ild. old, oat, oke. ole, ore, ose. oad, oal. uck, ess, 
ade, and ant. 
Drill and practice for retention and use were obtained 
by the following devices. As each set of sounds was present¬ 
ed in the daily exercises, the children did the exercises for 
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seatwork. When they came to class, the boys corrected each 
other*s work as they read the exercises orally. This elimina¬ 
ted much correcting in after school hours* Scores were re¬ 
corded at the end of each set of exercises in the space that 
was provided for this purpose. Then each subject received 
a set of flashcards on which were hektographed the s ounds under 
consideration for that lesson. They read the sounds to them¬ 
selves. As soon as they were sure they knew them each had a 
chance to read them individually to me. If sounds were missed 
the subjects referred to the workbook and looked up words that 
contained these sounds that they could read at sight. After 
they read the sounds individually they were given a chance to 
see how quickly they could sound them. The boys sat in 
front of me. I took one of their packs and flashed one card 
at a time. The subject who sounded the card first got the 
flashcard. The boy who got the most cards was the winner for 
that game. The game was simple hut the boys enjoyed it tre¬ 
mendously. To prove it# they could be seen playing this 
game in their spare time with each other around the room dur¬ 
ing the day so that they could do well in the next day*s re¬ 
view. They certainly gave themselves more practice by that 
game than a teacher could in a week*s drill. They took their 
workbooks along for this game when they were practicing in 
case they made mistakes. They would check the sounds against 
known words. They were also getting experience in how to 
help themselves when they weren’t sure of a sound when they 
were confronted by it. Often other children would beg them 
to let them play the game with them. This gave these boys 
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a chance to be leaders in games and it showed them that 
others thought what they were doing was desirable and worth¬ 
while* It proved to them often that other children did not 
know all the sounds either, for others made mistakes, too, 
and that certainly was a good experience for them who were 
suffering from an inferiority complex in reading. After 
they played that game through once in class, the cards were 
used for ear training* Bach subject would spread his cards 
in front of him on the table in any order he wished. I 
would sound a consonant or a blend or a phonogram. o2ach boy 
was to find that sound quickly without looking at what the 
others were doing and lay it face down in front of himself. 
As each sound was given, I would lay that card down in front 
of me from my pack. When the set was finished the boys com¬ 
pared the order of their cards with mine and then read them 
in order.! The boys played this game, also, in their spare 
time. From time to time these sounds were passed out on 
sheets of paper. I’he boys would listen to the sound I made 
and then t ried to identify it on the sheet. As soon as the 
sound was located a number vrfas placed beside it; 1 for the 
first sound, 2 for the second sound, 3 for the third sound, 
etc. fhen the papers were checked and the boys could see 
by the number of errors they made how much progress they 
were making, fhis paper test showed what sounds each one need¬ 
ed. 2hen these sounds were picked out, each according to 
his needs, and assigned for drill or seatwork. To much iso¬ 
lated drill on sounds does not insure the fact that children 
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will recognize the sounds in words, so much ear training was 
provided with words instead of pure sounds. Words were dic¬ 
tated and the hoys were asked to listen to the beginning 
sound and they were asked merely to write the first letter 
of each dictated word. Later when blends were under dis¬ 
cussion, words were dictated and the subjects responded by 
writing the blends. When phonograms and endings were re¬ 
ceiving attention, the same device was used then, too. Again 
this procedure was used by the boys when they were working in¬ 
dependently. They took their workbooks and gave each other 
tests on old and new sounds using the above-mentioned pro¬ 
cedure. To promote visual and auditory discrimination, seat- 
work exercises were passed out. (Samples of these can be seen 
in the appendix. Section B.) So make these boys more aware of 
sounds, a little time was spent in rhyming. A word like 
"nose” was mentioned and the subjects were asked to mention 
other words that rhymed with ”nose.” Shis seemed very easy 
so this game was not pursued for long although each time a 
new or different sound was introduced, a few minutes were 
spent in this way. However, opportunities for continuing 
this type of ear training were given in seatwork. Shey were 
given two lists of words. Sheir job was to inspect and read 
both columns, then on a separate piece of paper they were to 
copy the pair of words that sounded alike. At first the 
words in both columns were spelled similarly. Later the 
columns included words that sounded alike but were spelled 
differently. They had to match words like "press" and 
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"dress”, "tell" and "sell,” or "rode" and "toad" "fight" and 
"bite*" For blends and phonograms that gave more trouble 
than others, sound wheels*** were constructed* The boys would 
use these wheels for olaBSwork and seatwork alike* The boys 
would read the sounds on the wheels. The objective was to get 
around the wheel without an error, (a sample of these wheels 
can also be seen in the appendix. Section B.) Practice and 
drill on these sounds was cumulative. Each day as the sounds 
were taken up, the old sounds were reviewed. Sometimes when 
there wasn’t enough time for a full review, the children who 
were competent were assigned as pupil-teachers and they gave 
drill to the groups or individuals according to the needs. Often 
when any subject needed extra attention on any phase of this work, 
individual help was given during a part of the period while 
others worked on some of the above assignments. Through all 
these short, varied, and interesting exercises, interest was 
sustained and the boys always had plenty that they could do 
profitably so they never were too disappointed when the need a- 
rose for individual help. They were confident by now that 
their turn would come when they would be glad of extra guidance. 
The need for extra attention during class time gradually was 
eliminated from the picture. Other children were so eager to 
help and do these exercises that they helped these boys out 
more than I could have* In addition, the five boys got into 
the habit of appearing in school fifteen or twenty minutes be¬ 
fore the bell rang and if they were having any difficulties, 
theywasked-J‘or-assistance-.before-school.____ 
1* Burrell, Donald D. Improvement of 3asic Heading Abilities 
The World Book Company, Hew York; 1946 
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TRAIHIHS Iff VISUAL A TCP AUDITORY DISCKIMIiiATIQII THROUGH SPELDIES 
One of the best opportunities for effective training 
in visual and auditory discrimination of sounds offered it¬ 
self during the spelling period. From the spelling test 
previously mentioned in the analysis section, these five sub¬ 
jects showed that of the forty words that were taught during 
a week, they could spell correctly only two or three. There 
seemed to be four reasons for this poor performance. They 
did not systematically examine a word. They did not know 
their sounds. They depended entirely upon memory for remem¬ 
bering the words. They had too many words to learn. The re¬ 
sult was a conglomerate mess of confusions. In order to give 
the boys the help they needed they were separated from the rest 
of the olass and work was correlated with their sound work in 
reading. lor spelling, words were taken from the "Rye and Ear" 
lun” books. When they began studying words with the short 
"a” sound, these words were used for the spelling periods, 8imoe 
a half hour spelling period was divided into two periods, one 
for the class and the other for the boys, the lessons had to 
be short and not too many words could be taken up at once. 
These words were very easy so no time had to be devoted for 
development of meanings. That was an ideal condition for 
the subjects since they had much to learn about spelling and 
sounds without increasing the load with other needs. At the 
beginning words were studied in sets of four. They were writ¬ 
ten on the blackboard. The boys took turns in pronouncing 
them. Stress was laid on accurate, clear and in the beginning 
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exaggerated pronunciation. These boys,with the exception 
of Subjects C and D,were very slovenly in their speech habits 
and from the beginning good pronunciation ©as emphasized. 
The next step ©as observation of the words to notice like¬ 
nesses and differences among the words. The third step was 
deciding how they were going to help themselves remember these 
words. The first response was "memorize them." They were 
surprised when I told them that a better answer was "sounds*" 
I told them that if their ears were keen enough that they 
could detect different sounds and thereby relieve the burden 
from memory. It was pointed out that there were enough words 
that they would have to learn by sheer memory without trying 
to remember easy words in that way. They thought that that 
made sense so they were very agreeable and decided to learn 
that method. The first four words gave them little trouble, 
oat, rat, fat, sat. Instead of asking the boys to spell 
these words automatically, I focused their attention on sounds. 
They were asked to spell a word beginning with a certain sound 
that was given. Then they would respond with the correct 
dpelling. After spelling the words, they wrote them for the 
same reason. Then they were asked to write only the letter 
they heard at the end when I pronounced a word. Then the boys 
were asked to mention words that sounded just like these ex¬ 
cept for the beginning sound. When a list was made, I asked 
them to see if they could write the whole list without any 
drill. Paper was passed out and the words were dictated. 
There were no mistakes the first day, so it was decided to go 
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on with some more the next day. The next day a pre-test 
was given to see how many words were retained. Since all 
were right, work proceeded to the next set. The next set 
was made up of words of a different sound, cap, tap, lap, 
clap. These words were treated in a like manner as on the 
previous day. The test at the end of the second day in¬ 
cluded words of the previous day, the four studied as key 
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words plus those the boys added to them because of similar¬ 
ity of sounds, as well as the four of the second day plus 
those they added because of similarity of sounds. Thus it 
was ifcom day to day. Ho boy could go m with the words of 
a new set unless he had mastered all those of the previous 
set. In order to keep up with each day's work, the boys 
practiced the words, while the rest of the class did their 
spelling. When the list became too long to handle easily, 
then the words that were studied the longest and on which 
cumulative practice had been the greatest were omitted grad¬ 
ually, one set at a time. Fridays were then (devoted to 
testing. Instead of simple word tests, the boys were given 
sentence tests. As many words as possible were put into a 
sentence so that they did not have to write too many sentences. 
The sum total of learning as a result of the initial lessons 
in spelling was: 
1. learning to hear sounds in words 
2. learning to write these sounds 
3. learning to write key words to enable one to 
spell other words with the same sounds. 
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As the boys gained in the sk:ill to hear and identify 
sounds, then the sets of words were made up of two sounds 
instead of one, nest, west, went, sent. Later each word 
had a different sound, hill, thing, wish, dig. Later 
still no word was alike in any respect, brave, dress, chick, 
plum. Gradually polysyllabic and non-phonetio words were 
introduced and the number was increased from five to six, 
six to seven, seven to eight, eight to nine, and nine to 
ten. However, it was discovered that the results were 
best when the spelling list included seven and eight new 
words. So the list of words was confined to that number. 
This did not mean that each day seven or eight new words 
were introduced. Shis meant that this number of new words 
was presented for the week. A list of ten words was used 
for a week*s work. fhe other two were review words that 
had been missed, or that were included for cumulative prac¬ 
tice. When polysyllabic words were first introduced, the 
boys had not learned how to locate words quickly enough in 
the dictionary so they had to depend on pronunciation and 
the teacher for syllable divisions. The subjects were 
asked to pronounce the word. J’rom the pronunciation they 
were asked to divide the word into its proper syllables. 
As soon as they gained in facility in using the dictionary, 
they had to check the syllables in that book. At first 
each boy was given a different word to look up so that all 
words could be checked quickly. As time went on, they had 
to look up the words for weatwork the first thing each 
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morning, so that they would have the syllable divisions 
for recitation* How those boys gained in spelling powerJ 
They discovered that spelling could be easy when they knew 
how to help themselves study the words* By March they 
had learned through experience the following things about 
spelling: 
1* Words must be pronounced carefully so that pro¬ 
nunciation can help us with spelling 
2* Vtords can be learned in different ways 
a* Some words can be leaimed by looking 
for sounds 
b* Some words can be learned by dividing 
them into syllables 
c* Some words can be learned by looking 
for little words within the words 
d. Some words can be learned by looking for 
helpful sounds and memorizing the rest of it 
e* Some words must be learned by memorizing 
them 
This list was placed on the board so that it could he re¬ 
ferred to every day if the need arose* One of the first 
things the boys did with a new list of words was to pro¬ 
nounce the words and then to examine ths list to decide 
how each word was to be studied, They learned to dis¬ 
tinguish between easy words and hard words, Those that 
could he learned entirely by phonics, they decided were 
the easiest and should require very little practice if 
the sounds were known* Those that were entirely phonetic 
were the hardest and, since they required memory,should re¬ 
ceive the most drill* The teaching of penmanship was 
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correlated with the spelling work. Subjects A, B, and 
J3 were poor penmen. Part of each lesson was given over 
to writing spelling words on the blackboard. Heeds in 
writing were thereby detected and the necessary assistance 
was given. A strict rule was adhered to always in spell¬ 
ing. Any word that was written so that parts of it or 
all of it could not be understood was always marked wrong. 
Ho excuses were tolerated. When a subject argued that 
he meant to write "such and such” this reason was consid¬ 
ered invalid. So prove to the subject that his word was 
not written carefully enough, other children in the class 
who were not in the lesson were asked to examine the word 
in dispute. They were asked to tell what they thought 
the letter wasor the word was. when a variety of reac¬ 
tions were obtained the subject could see the need for be¬ 
ing more careful of his penmanship. When disinterested 
parties found a word that the subject did not intend to 
write, then there was no room for further argument. The 
opinion of the majority was abided by. Subject B who had 
maintained earlier in the year that he intended to study 
typing and therefore was not interested in writing well 
was one of the first converts to good writing anduthe 
heartiest supporter of good penmanship before the year was 
finished. His supposed disinterest in penmanship was a 
defense mechanism because he could not spell. He wrote 
letters to his father in the service and when his father 
commended him upon his improvement in spelling and 
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penmanship, that was his greatest reward. He needed 
very little other incentive for continuing his effort in 
spelling and penmanship. When the subjects had made 
enough gain, special classes for them were discontinued. 
mm. Iff WORD AmOK METHODS 
Hot only was the "Bye and Ear Eun" booh a spring¬ 
board for all the aforementioned work on sounds, but it 
served as a motivating force for developing various methods 
of word attach. The boys were aware that they were very 
much laching in this shill but they did not hnow the vari¬ 
ous ways to help themselves. It was resolved that they 
would try to mahe a list during their reading lessons of 
the different ways and means that were suggested or pre¬ 
sented or developed* They proposed making and keeping a 
chart. A large sheet of paper was tacked to an easel 
plaoque which was placed on a chalk tray near the library. 
Each day for the lesson the plaoque with the chart was 
brought to the library for use or reference. The sheet was 
entitled "Beading Clues*" Below the title a statement was 
formulated which ran thus: "To help ourselves in working 
out the pronunciations of new words, we must try using the 
clues below." At opportune times when a method was sug¬ 
gested by exercises in the book or by seatwork assignments, 
the subjects talked over the method to be sure that all 
understood it and then it was printed on the sheet for 
future and immediate use when an opportunity presented it¬ 
self. At the end of two week1s work they had accumulated 
the following list: 
1* Inspect a word from left to right in order. Do 
not skip around. 
2. Look for the root of a word and then see if it has 
an ending. Endings make a word look different. 
3. If the word is made up of one syllable, the vowel 
in it usually has a short sound. 
4. Sound the first letter and then look for another 
sound and put the two together. 
5. Sound the first two letters and then look for another 
sound and put the two together* 
6* Sound the first three letters and then look for 
another sound and put the two together. 
7. A final Me” on a word often makes the vowel long. 
8. Look for little words within the word. 
9. dry to divide long words into syllables. A syl- 
• lable can often be made after a vowel. A syllable 
can often bemade out of a sound. A syllable can be 
made when there are double letters. 
10* dry the first letter and try to figure out its mean¬ 
ing from reading the rest of the sentence. 
11. dry the first two letters and try to figure out its 
meaning from reading the rest of the sentence. 
12. Look at pictures if there are any. Sometimes they 
will help with a word. 
13. If you can’t do anything with a word look in the 
dictionary or ask someone. 
dhe boys were told that good readers did not use any one 
of the above techniques to unlock the pronunciations of 
words. dhe best readers quickly tried as many as they need¬ 
ed to until they succeeded. Before they could use combina¬ 
tions of clues they had to be sure they knew how to use each 
one well. In order to do this they had to practice some 
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of them separately first* 
^ow, that the work in sounds and ear training was well 
under way, serious work was begun on semiring facility 
in using the above different methods of word attack* Since 
number one was to be practiced always, no special time was 
devoted to it* To promote use of number 2, the boys de¬ 
cided that they ought to have a list of the common endings. 
On another sheet of paper endings that they already knew were 
listed such as £, es,, ed, d, undoing.” Then they looked 
through reading books for others. To the first list were 
added £, n, en, l£» er, est. ful* Classwork and seatwork ex¬ 
ercises were constructed based on the first set of endings. 
Words were taken from the Durrell-Sullivan Remedial list. 
Most of the words that were already known were used in the 
beginning. The words were typed in lists with endings add¬ 
ed. The boys were given the lists and instructed to look fbr 
the root of each word and underline it. Such words as girls, 
boxes, looking, wanted, and cared were used, Ifext, some 
matching exercises were handed out. The words with endings 
were typed in one column and the root words in a second col¬ 
umn. The object was to match the root with its derived 
forms. Such words as having, calling, coming, making, run¬ 
ning, riding, stopping, getting, and others were included in 
that first column. These were the more difficult derived 
forms since the final letter of some words was dropped or a 
consonant was added before the ending was applied. The 
matching was done by drawing a line from the derived form to 
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its root or base word* Sometimes ?Jords with endings were 
assigned* (This time the subjects were told to cdraw a line 
under the root word, encircle the ending, and w/rite the base 
word under the derived word. As they gained in power, ether 
endings were taken up and similar procedures were followed. 
Often lists of words were passed out and directions were 
given to add the endings to these words tomake new ones. (II- ^ 
* 
lustrations of these exercises may he found in the appendix. 
Section B.) Since the boys had very little trouble with 
this technique most of the practice was secured through seat- 
work* Teacher-pupils were assigned to carry on the correct¬ 
ing of these exercise so no time needed to be spent during 
class time. Bach boy ohose his own pupil-teacher. The two 
met in spare time or during seat?/ork periods. The subject 
read his exercises and if the pupil-teacher did not find any 
mistakes he allowed the subject to put his assignment into 
his large box with vshich each was provided for the purpose of 
storing materials used in reading. 
When the time arrived for practice on the third technique, 
the boys turned to the pages in the workbooks that had pro¬ 
vided a review of many one syllable words in which the vow¬ 
els were short. The task that presented itself now was to 
examine different one syllable words and try to pronounce 
them to see if they could remember how the short vowels were 
sounded* To promote the retention of the sounds of short 
vowels, flashcards were made of the vowel sounds. The short 
vowels were marked with a short curved line identical to the 
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mark used in dictionaries for short sounds and the long 
vowels were marked with a short, straight line. The cards, 
were shuffled and each subject tried to sound the vowels. 
If the sound was forgotten the back side of the flashcard 
was exposed and here they found a known sight word which 
was a key to the sound of the vowel. Lists of words were 
passed out. The boys were told to make the vowel in each 
word with an x to indicate that the vowel had been observed. 
If the word was short and only one vowel was found the chil- 
/ 
dren tried to remember that the sound should be short. Then 
individually they pronounced them. Then similar lists of 
words were scrutinized. This time each word had a final e_. 
The boys indicated both vowels in these instances and then 
tried to pronounce the words remembering that a final <9 made 
the first vowel long usually. Once in a while words were 
inserted that were exceptions to the rule just to make the 
boys aware that the rule did not apply to every single word 
in the English language. Uext words of one syllable put in¬ 
to their hands which were pronounced with a short sound. They 
were instructed to add a final £ and then pronounce the word. 
The same procedure was used for words with final d’s. only 
this time the object was to remove the final e. and then pro¬ 
nounce the word. Time had to be spent on words that were 
made up of double vowels like toad, feed, mean, pie, paint. 
etc* In these cases they had instructions to pronounce the 
two vowels as one and the sound of the first vowel was sound¬ 
ed. When it seemed advisable, the words with long and 
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and short vowel sounds were mixed up in a list. Then, too, 
the vowels were indicated and the words were pronounced. 
As was indicated previously, as often as possible this type 
of training was carried on through seatwork and teacher- 
pupil direction once the principal was understood. 
In like manner techniques 4, 5, 6, 7, 8, 9, 10, and 11 
were developed. Initial lessons were presented in class 
time and were followed up by practice through seatwork. (j2x- ^ 
amples can be seen in the appendix, section B,) Of course, 
each technique was taken up one at a time and as quickly as 
the subjects seemed to be ready for them. Those who were 
having special difficulties received individual attention, 
* ’ 
In such cases more of the same kind of practice was given 
only it was done under guidance instead of independently. 
Three weeks'time was required before each technique re- 
t 
ceived its share of emphasis, Ho time was spent on number 
12 since all subjects had demonstrated throughout their read¬ 
ing experiences that they could use this method. In addition, 
4 
all the praotice that was necessary was provided in their 
. I 
workbook so there was no need to duplicate it. The sum total 
of all this training and experience did not help the subjects 
to become adept in independent word attack of new and unfam¬ 
iliar words, not by any means. It only helped the subjects 
to better understand each method and to become better ac¬ 
quainted with the variety of possible attacks. In the first 
place no judgment was required to determine which Method was 
to be used. In every instance the directions told the subject 
108 
what to do* In the second place, words that were presented 
for analysis lent themselves to the method under considera¬ 
tion and often were known words anyway* However, much was 
gained besides understanding of the various methods* Pour 
4 I * H 1 4 
boys, subjects A, B, G, and B, improved in orderly, system- 
atic, left-to-right inspection of words. Previously, their 
perception of words was a careless, hit-or-miss sort of be¬ 
havior. Thoir eyes might have rested on the beginning or 
the ending or the middle of a word and they were satisfied to 
ignore the rest of the word.. Only when it interfered with 
their comprehension did they go back to it and straighten it 
out. This caused regressive eye-movements and slowed up 
the reading. As a result of the exercises, their word rec¬ 
ognition was more accurate. They had much practice in ob¬ 
serving and using words that formerly were a source of con¬ 
fusion. Heretofore, they were dependent often upon memory 
and meanings of words. How, they learned to check the pro¬ 
nunciations of words by looking for helpful sound elements. 
Subject D, also, made improvement in quick word recognition. 
« 
It was his custom to try to identify words from contextual 
clues largely. This was a slow process. With all his 
drill on sounds and word attack he was able to speed up. For 
him these exercises presented an opportunity for much review 
of words that he needed. It would have been disastrous had 
the word attack exercises been made up of new and unfamiliar 
words when there were so many words that he needed to learn 
to read quickly before he was ready to add new words to his 
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sight vocabulary. All the five boys needed an intensive 
review of their basic vocabulary* It would have been a 
pretty difficult proposition to interest them in word drills 
for the sake of familiarizing themselves with words* They 
would have rebelled against plain flashcard drill on words 
no matter how much they needed it* 
TBAI3IJG 13 SIGHT VQOABUUH* Hzm&j&i 'j^-ardaa'aainBr 
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All five weeks were not devoted to sound and word study 
alone* After the first three and a half weeks sight read¬ 
ing was begun* By that time the subjects were well on their 
way on the word attack exercises* fifteen minutes of dass 
time were devoted to discussion* cheok-ap, and review* The 
last part of each period was given over to oral reading* 
I*or this oral reading an easy third grade reading book was 
I 
chosen entitled “hear and tfar*" It seemed advisable to use 
this book for two reasons* In the first place the vocabulary 
was easy enough to promote fluent reading* The stories were 
made up of words that the boys needed practice in reading* 
In the second place the book was organized into units* Some 
of them correlated with the work in social studies* The 
stories that correlated with social studies were chosen first 
because they offered a purpose for reading* Good and real 
% 
oral reading should always have a purpose* The boys planned 
to prepare the story for reading to the class during social 
1* Smith* Hilo Banton: Hear and Far. Silver, Burdett and 
Company, Boston, HaaaTf l53sf 
no 
studies periods in the afternoon* Two or three pages 
were studied at a time* During the reading lesson on one 
day they took turns reading a paragraph at a time* The ob¬ 
ject the first day was to ascertain the vocabulary* The 
second day they chose the paragraph or paragraphs from those 
same pages that they wanted to read before the class* Again 
they read these paragraphs to improve the expression, voice, 
and phrasing. On the afternoon of the second day, the group 
was called upon to read the prepared pages. They showed signs 
of nervousness and lack of confidence before they started the 
reading. They always had dreaded to read before the class. 
As often as was possible in the past, they had begged off 
from performing before other members. In spite of all their 
misgivings, once they started to read, they performed cred¬ 
itably. Their contribution was received most enthusiastic¬ 
ally by the class. Various pupils stood up and voiced their 
opinions. Every comment that was made was favorable. Many 
children expressed the desire to have more of the story as 
soon as the subjects could get it ready. The subjects were 
delighted, but, of course, they wouldn't show it before the 
others. After school that night, some of them stopped to 
talk over this experience. One boy remarked, "Gee, that 
wasn't bad at all.” Another pointed out that reading wasn't 
bad and that sometimes it could be fun. The approval of the 
class had a telling effect the next morning during the read¬ 
ing lesson. They wanted to get at the oral reading immedi¬ 
ately and they decided that they wanted to read more pages. 
Ill 
Of course, they had to he held back a bit, The success 
of the first performance was due in part to the limited a- 
mount each one had to read, This was pointed out to the 
boys, They could see the sense of reading a smaller a- 
mount and doing it well as over against reading more and 
running the risk of not having enough time to prepare it well 
and then reading it poorly, Finally, they were satisfied to 
continue reading at least three pages until this unit was ~~ 
finished, These pages were divided as evenly as possible 
among them. When the social studies unit was completed, th^ 
got the inspiration to prepare a story for reading during 
openiiig exercises. It was the custom for children in the 
fourth grade to take charge of opening exercises each morn¬ 
ing, A paper was posted on the bulletin board and those 
wishing to take charge would sign up for one morning. Taking 
charge of this period usually meant leading the prayer and 
flag salute and then reading a story or poem. This set-up 
offered a real audience situation for oral reading. The sit¬ 
uation was controlled so that some people would not monopo¬ 
lize the morning exercises period. Ilo one was forced or 
told to take charge at least one morning. But the motiva¬ 
tion used elicited such a response that children signed up 
two and three weeks in advanoe. Some one was always ready 
in case of an absence so many could take charge upon a mo¬ 
menta notioe. The five subjects were the only ones who 
had not volunteered. They chose a short. Interesting story 
and began to prepare that. This time after reading the 
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story through once it was divided evenly so each one had 
about one page and a half to read to the class* Since it 
required two days for the initial reading and dividing, all 
extra practicing was turned over to pupil-teachers* The 
boys met with these teacher-pupils before school or after 
school or during spare time and practiced reading aloud to 
them their assigned pages. It was their responsibility to 
sign up when all were ready and read the story without any 
guidance or direction from me* Throughout the entire time 
that speoial help was being given these boys, an effort was 
made to put them on their own whenever an opportunity pre¬ 
sented itself* For the most part they were treated like 
everyone else in the class* Ho shielding, pampering or cod¬ 
dling was permitted* Profuse or unwarranted praise was dis¬ 
couraged* They were given to understand that they were nor¬ 
mal individuals who were expected to behave like the others 
of their olass and as soon as they were able they were ex¬ 
pected to participate as the others did* 
In one respect great care was exercised as far as the 
subjects were concerned* Every effort was made to see to it 
that they not encounter too many failures and that was ac¬ 
complished by not presenting too much and too many things at 
once* It was interesting to notice that the day before the 
boys were to read to the class, of their own volition, they 
gathered in the library during the general period which was 
the last twenty minutes of the school day and read the story 
through once without any supervision from anyone andgave each 
other the necessary suggestions and criticisms* Heedless to 
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saytthe next morning they came through with flying colors. 
This does not mean that their performance was perfect. 
Subject E was still mouthing his words and his reading was 
jerky* Subject D's rate was slow and he was still doing 
much word-by-word reading, a habit which would take much 
more experience to overcome. Subjects C, B# and A tried 
to read too fast. On the whole greatest improvement was 
demonstrated in their interest, self-confidence and word rec¬ 
ognition. Five weeks of work could not be expected to work 
miracles. Oral sight reading was continued throughout the 
greater part of the year. Just as soon as new units in so¬ 
cial studies and science were launched correlated stories 
were found in other easy books and were utilized for sight 
reading. Generally, this reading took place during the gen¬ 
eral period in the afternoon under the guidance of a pupil- 
teacher two or three times a week. At the end of six weeks 
it seemed advisable to separate the subjects because they 
were reading at different rates. So for the sight reading 
each had his own pupil-teacher. From time to time they were 
called up to read before the class or groups. Gradually, 
they acquired enough interest and facility so that they were 
able to read aloud three and four pages at a time. Before 
the year was over, each subject read a whole story by himself. 
The subjects did not always read the stories to the class 
that they read at such timep especially after they were sepa¬ 
rated. There was not enough time in the day to accommodate 
them and other children in the class as well. During the 
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social studies and science classes, these boys were en¬ 
couraged to teU interesting and pertinent facts that they 
found in the reading. That took less time and gave them 
an opportunity to make contributions that others could not 
make. In that way a contact with their reading was main¬ 
tained. Eventually, they ohose stories that gave them sat¬ 
isfaction alone or satisfied some interest they had. Sub¬ 
jects B, C, and D had enormous appetites for things pertain¬ 
ing to science. Ehey took special delight in reading the 
easy science books that were secured for them. Other times 
they read from small, thin, paper-covered books ©ailed "Unit- 
Study Books* of which there were at least sixty on countless 
subjects in the classroom library. Of course, assistance 
was given when the books were selected so that no person 
would be saddled with a book for a period that would necessi¬ 
tate slow, labored reading. Once a week in the afternoon 
the boys would meet with me and read from a book called "Fun 
and Frolic".^ 2b* vocabulary was excellent for this purpose 
and it was a book especially designed to catch the interest 
of readers. She purpose of all this sight reading was to 
give practice in reading. Shese boys were not getting 
enough practice of the right kind out-of-school. 2hey needed 
to meet the same words over and over again in many different 
stories. Shis was one of the best ways to provide for prac¬ 
tice on the basic vocabulary in a real reading situation. 
As their skill in reading increased the oral reading periods 
1* Witty, Paul and Brumbaugh, Florence: Fun and Frolic 
D. C. Heath and Company, Boston, Mass., i£42T 
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were reduced in number and the time was turned over to 
silent reading* Subject D was the only one who continued 
to read two and three times a 'week for the greater part of 
the year with me* He read with me more than any other sub¬ 
ject* Pupil-teachers did not have enough patience with 
him and they couldn’t always cope with him. He would not be 
hurried about anything he did. He did not read fast enough 
» ' 
to suit the pupil-teachers. He would stop at the end of 
sentences or even in the middle of them and seem to stare at 
the page* Thinking that he was having trouble with words 
they would prod him on. This was not conducive to happy 
reading, especially when it was not always due to lack of 
, t 
word recognition that he stopped and hesitated. The boy 
possessed a wonderful mind. His mind was always exploring 
ideas that were suggested by the reading. This was proven 
* 
time and time again by the significant and unusual comments 
that he made often after these pauses. When he seemed to be 
staring at pages or words, in reality he was thinking. He 
would usually take twice as long as some other child to read 
the same amount, but he always finished up ahead of other 
children in the quality of reading. His comprehension was 
s 
* 
excellent but the reading had stimulated some thought besides. 
To him reading meant something more than rapid word-calling. 
f 
But he also had his troubles with words and in the beginning 
only one method of word attack. It was difficult for the 
best of pupil-teachers who did not understand the situation 
to be very helpful. It was easy for me to distinguish when 
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he was trying to work out a word and when he was thinking, 
especially after the two of us came to an understanding that 
when something important occurred to him as he was reading he 
was to try to hold it in his mind until the sentence or para- 
\ 
graph was finished and that if he stopped during the reading 
it would mean that he was working on a word* As he worked a 
word out, he was asked to try it aloud so that if he were 
having trouble I could help him out* The irrelevant thoughts 
often faded quickly out of his mind, so that there was no need 
for a discussion* The significant ideas he was usually able 
to retain so that proper consideration was given them* In 
that way those pauses were overcome to a great extent and his 
speed increased as his skill in recognition and word attack 
increased* The quality was not impaired* 
HJRPHBR THAIlife Ilf SQUADS 
At the end of six weeks. Book II of the "Eye and Bar Fun” 
series was passed out* This book provided practice through 
word-lists, sentence exercises, and short paragraphs, a re¬ 
view of 700 words found most frequently in fifty outstanding 
second readers* These words were of one, two and three syl¬ 
lables. The boys had to read silently and orally and iden¬ 
tify words that are generally confused such as throe-tree. 
horse-house, for-from, ball-doll, sleep-sheep, sing-aang-song, 
dear-bear, line-lion, on-no, was-saw, with-white, want-went, 
when-then, etc# All initial blends were reviewed and exer¬ 
cises promoted practice on final blends namely: kle, tie, die, 
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glo, ble* pie* and ok• Much drill was given on words with 
all the short and long vowels in addition to words containing 
the double vowels ee. ea, oat ai. ou, lorn oo and short oot 
Experience was provided for using words into syllables that 
were made up of little words* double consonants and words 
ending in ©n, ly* er, est* fill* ter* and ther. Attention 
was focused in some exercises on words with sounds of ow, 
ar* ur, ir* Some pages were devoted to words in context 
that had either a hard £ sound or a soft £. The rule* that 
the letter c usually had the sound of k, but that a £ coming 
bdfore £ or iL was sounded like an q* was cited as a guide* 
The boys were very eager to start work in this new workbook 
for they willingly admitted that the first book had really 
helped them. Very few directions had to be given about 
these books. Three or four pages were assigned for seat- 
work. The next day these pages were corrected at the begin¬ 
ning of each lesson* the boys doing the reading and correct¬ 
ing for themselves. If errors were made they were discussed 
and checked immediately. When words were missed* a simple 
plan was worked out whereby each boy could practice on the 
words he needed to master* A box was always at hand in which 
werekept small* blank* 2" X 2I” flashcards. After the cor¬ 
rections were completed* time was taken to print the trouble¬ 
some words on these cards. As soon as a word was printed 
with black crayon it was analyzed by the individual who missed 
it. If it was a word that lent itself to phonetic treatment, 
then significant sounds were underlined with a colored crayon. 
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Often just this hit of underlining reminded the subject what 
was to be watohed the next time and it helped him remember 
how to pronounce it* If sounds provided no assistance, then 
a key word was printed on the back which was to be used in 
case the subject could not remember what the word was* iSach 
subject was taken individually* While they waited for their 
turns, they started work on the next assignment. The subjects 
took these flashcards to their seats for extra practice each 
according to his needs* - They could practice reading thorn by 
themselves or they could ask someone to test them on these 
cards* Since clues and keys were indicated right on the 
cards, very seldom did the subjects practice the cards wrong* 
When not in use the words were kept in an envelope. This en¬ 
velope was the responsibility of each subject. As soon as 
he was ready to take a test on the words, he would get in 
touch with m and I would listen to the reading. If the words 
were read correctly the first time, the subject could transfer 
the card from this envelope to another envelope he kept in 
his box for words that were already mastered. Should some 
words still prove troublesome, he would have to return them to 
the original envelope and practice them some more. The boys 
vied with each other to see who could keep his envelope empty 
of words most of the time. Occasionally, all words in the 
box were taken out for a review* Any words missed during re¬ 
views would have to be taken out and practiced* Should a sub¬ 
ject prove himself weak on some sound within the word, then 
that too was printed on a card and put in the envelope for 
further practice* 
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TRAIHIHG XU S IIEHT REABIHG 
At the same time that work in the second workbook was 
launched, directed silent reading was begun* JPor this silent 
reading. Book III of the McCall and Crabbs series entitled 
r * 
"Standard Test lessons in Heading"1 was used. This was a 
small paper-bound booklet containing 94 standardized test 
lessons* One page was devoted to a test. The test was made 
up of either one, two, or three very simple paragraphs rang¬ 
ing anywhere from 50-160 words in length, Ho two lessons 
were alike from the standpoint of content. The selections 
were about birds, inseots, animals, humorous experiences, 
people, descriptions, myths, customs of different peoples a- 
round the world, baseball and other games, famous people, di¬ 
rections for making candy, gardens, kites, blueprints of 
leaves, accounts of historical incidents, safety, forest fires 
and many other things of interest to children of nine, ten, 
and eleven years of age. Below each selection was a set of 
questions based on the reading. The number of questions var¬ 
ied from seven to ten. Hear the bottom of the page was 
printed a scale for scoring. 
Example: 
Ho. right 012345678 
G score 2.8 3.3 3.7 1.2 4.6 5.1 5.7 6.3 7.0 
1. McCall, William A. and Crabbs Lilah M: Test Lessons in 
Reading* Bureau of Publications, H.X.C.; 1^26 
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Each lesson had a different scoring scale. To secure a 
score for a lesson the number of right answers for the test 
were counted. That number was located on the scale. Below 
that number was found the equivalent grade score. 
Corrections of the pages in the "Eye and Ear Eun" book usu¬ 
ally consumed only ten or fifteen minutes. That left fif¬ 
teen or twenty minutes for this silent reading work* Instead 
of meeting in the library, now the subjects met in the read¬ 
ing circle at the front of the room which gave us access to 
the front board. Every reading le sson was proceeded by a 
word study period so that each subject could meet with sue- 
• i 
sess in the silent reading exercises. The word study period 
was conducted in the following manner each day. On the board 
were written sentences that contained words that I thought 
would give some or all of the subjects trouble. Words were al¬ 
ways presented in sentences for the initial study to approxi¬ 
mate as nearly as possible the conditions under which children 
met words in a reading situation and so that children could 
• V 
practice using context for clues to pronunciation and meanings 
if need be* When the time came for word study the boys brought 
the plaoque with their word attack clues on it* The plaeque 
was placed on an easel in plain sight* The subjects read the 
first sentence silently to themselves. Then they underlined 
with chalk any word or words they could not pronounce. ifaxt 
they looked on the chart and chose the olue or clues that they 
thought would help them decipher the word under consideration. 
Vi hen the chosen olue did not unlock the desired word, other 
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subjects suggested those that they found helpful or the ones 
they thought would help. Co-operatively, all had opportuni¬ 
ties to try their skill or practice a skill, Thus, with gui¬ 
dance they had an opportunity to develop in judgment and use 
of the word attack methods they should employ in independent 
reading. As soon as all underlined words were developed, one 
of the five read the sentence aloud. Most often itwas the 
one who underlined some word* Should any member he found who 
was positive of the word that was underlined, he remained in¬ 
active but he was given a chance to pass judgment on the meth¬ 
ods chosen or later he told how he would have worked out the 
pronunciation, Uoxi, to give all members a chance to select 
methods and to give variety to the lessons, the subjects were 
asked to write the number or numbers of clues that they would 
use if called upon, Then each member was given a chance to 
try the word according to his methods. Many times any number 
of combinations helped the boys with the pronanoiation. As 
long as a selected clue worked it was considered correct, For 
example in the sentence, "Jimmie God was safe ftom dangerous 
animals,11 the word "dangerous” gave some difficulty. One boy 
worked it out by using the combination of ”a little word” and 
"sounds" clues. He recognised the word "danger” and the 
sound ”ous,” Therefore, he could pronounce the word "danger¬ 
ous,” Another boy used the "sounds" and "syllables" clues. 
He said the sound "dan" was one syllable, the sound "ger" was 
another syllable and the last sound made the last syllable. 
By combining the syllables he succeeded with the word, A third 
1£2 
boy volunteered that he worked out the word "danger” and 
since he didn't know the last syllable he re-read the sen¬ 
tence and figured out that the word must be”dangerous." It 
seemed to fit and so he thought that that must be the word. 
The boy was not too severely oritized for helping himself out 
in this way, but it was suggested that he get after the sound 
that he didn't know. A flashcard was given him with this 
sound printed on it,for further practice. The word "danger¬ 
ous" was printed on the back for a key word since he said is 
thought that word would remind him of the sound "ous." An¬ 
other boy suggested that he could help himself to remember the 
sound by underlining the little word "us.” As soon as all 
words were taken up, meanings of words were developed in case 
some words were not within the vocabulary of any subject. 
Pictures, objects, and discussion usually enabled the children 
to arrive at the meaning* If there was no time for the reading 
that day but some time remained of the period, then quick 
drills on the words were conducted. If there was time for both 
the drill and the reading, the subjects went to the library for 
the test* In preparation for the test, half sheets of paper 
were folded into quarters. The subjects glanced at the number 
of questions that they were to answer after the reading and 
numbered their papers accordingly* One of the four quarters 
was used at one time for recording the answers. When all were 
in readiness, a signal was given to start silent reading and 
they were allowed three minutes for reading the short selection 
and answering as many questions as they could before the signal 
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to stop was announced. A stop watoh was used for the tim¬ 
ing* Beoording the answers to questions was a simple mat¬ 
ter* Bach question was numbered. After each question four 
possible answers were listed* Beside each answer appeared 
the letter a, bt o, or d. All the boys had to do was to read 
the question, read all four answers and then record the let¬ 
ter of the correct answer beside the right number* Papers 
were exchanged and corrected. She subjects took turns in 
reading the question and telling the answer. If there was 
any disagreement as to the right answer, then the dissenting 
members were obliged to find a sentence or sentences in the 
story that proved the point. In that way they learned to 
verify their own answers and to support their choices of anr- 
swers* It gave them practice in re-reading for a purpose and 
saved me time in correcting the papers during after school 
hours, thereby leaving me time to prepare lessons and materi¬ 
als for their use* I told them that in real life they would 
have need of determining for themselves whether an answer was 
correct or not as there would be no teacher at their elbow to 
do the work for them. So one of their jobs in school was to 
learn how to do this very thing* As soon as papers were cor¬ 
rected, the number of right responses was counted and the grade 
score was written at the bottom of the column. A simple scale 
for locating the grade scores was found at the bottom of each 
test lesson. fhis scoring feature appealed tremendously to 
the five subjects* It gave them an incentive to try to im¬ 
prove their scores and it supplied them with tangible evidence 
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of improvement. They made charts to show their progress 
from lesson to lesson. Two lessons a week was the usual 
rate for these five subjects. Sometimes they managed to 
read three* This happened when a lesson was extremely short 
or when there were very few words that needed attention. One 
day was spent on word study and drill. The next day was 
spent in reviewing the words presented on the previous day, 
taking the test, and correcting it. The last day of the 
week waw given over to a review of sounds, words, and mean¬ 
ings of words encountered during the week. The lessons were 
well-adapted to this group doing corrective work since they 
were short and contained vocabulary that they needed practice 
on* They had a chance to get at the words that they were 
missing through the word study periods* The questions at the 
end of each lesson supplied a check on the comprehension. Cor¬ 
recting the answers gave them experience in reading to answer 
questions* These lessons were continued throughout the year, 
although later in the year the number was reduced to one les¬ 
son a week* By that time they were able to do the word study 
exercise and the reading and correcting in one lesson. They 
were able to join Group II so no extra time had to be taken 
for them* The test was administered to the entire group* 
ffGRTHBR TRAIIIIHG IS SILBflT HEADING 
For two weeks lessons in reading were based on the word 
analysis workbook, the silent reading test lessons, and oral 
reading of easy, supplementary material. After the Christmas 
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vacation, the amount of silent reading was increased. But 
this was not done until the children had time to bridge the 
gap of scholastic inactivity occasioned by the Christmas re¬ 
cess. They were given two weeks to get into the swing of 
reading and working. During that time they were exposed to 
the same kind of instruction that was being given prior to 
the holidays. Preparations for extended silent reading were 
made on the last two days of the second week in January. The 
subjects were called together after school for a short talk. 
They were told that the time had arrived to test themselves 
on the amount of improvement they had made to date. It was 
pointed out that practically every lesson had been preceded 
by a period of assistance and practice. I asked them if they 
m 
wanted to try some silent reading without the preliminary 
training. I showed them some workbooks that I was planning to 
pass out to the rest of the class.for this very purpose. They 
looked the books over and decided immediately that they sure 
thought they were ready for this kind of reading. I told them 
that the real proof of this would be shown by the kind of work 
they did in the workbooks. It was decided that they would 
work with the rest of the class on this project. Of course, 
they started to ask many questions about the stories, but I 
asked them to restrain themselves for if they were going to 
work with the rest of the class they should begin together. 
The next morning the whole class was introduced to the new 
workbook and the purposes were talked over. This workbook 
was designed for independent silent reading for the purpose 
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of giving children training in the following reading skills: 
reading to comprehend facts, reading to draw inferences and 
make judgments, vocabulary development, reading to find the 
main idea, and reading for visualization* The book was 
called "Seottie and His Friends* and was made up of thir- 
* 1 
ty units. Each unit was made up of two pages. One page con¬ 
tained a fascinating and delightful story about the dog. Scot- 
tie or some of his dog friends and the other page right beside 
it was a worksheet based on the story* The units formed a 
series of continued dog stories. The stories appealed to the 
girls but all the boys were TTtickledn with them. Most of the 
boys had, or had had, dogs and they were interested in them. 
The workbooks stimulated children to make a collection of all 
kinds of dog pictures and to do ouside reading about different 
kinds of dogs. The vocabulary was easy so that the reading 
was a pleasurable experience. The worksheet provided training 
—■* * > 
in some of the necessary study skills. Before the children 
started to use these workbooks a standardized reading achieve¬ 
ment test was administered to determine the extent of ability 
the children already possessed in the first four reading skills 
and what their needs were in terms of these skills. Two sets 
of reading tests came with these workbooks, one was to be giv¬ 
en before the books were used and the other one was to be giv¬ 
en after the books were completed to show the amount of gain 
that was made in these four skills. The test was taken on 
Friday and consumed half an hour. The tests were corrected 
1* Johnson, Eleanor M.: Soottie and His Friends. The 
-American Education Press, Columbus, Ohio; 1959 
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over the week-end. On Monday a chart was posted on the bul¬ 
letin board that showed each child his needs. The children 
t 
inspected the chart at their leisure and found out what they 
needed to work hardest on. The five subjects were pleased to 
note that others in the room had the same needs they did. 
This gave them a feeling of belonging to the class. When the 
time for reading arrived the whole class started the workbook 
together during one of the periods. Without any help they 
read the first story and did the accompanying worksheet ac¬ 
cording to the directions written before each exercise. Those 
who finished first went on with seatwork that was listed for 
the day on the blackboard. As soon as all completed the as¬ 
signment, children took out crayons and corrected their own 
exercises under direction. Exercise A contained five sen¬ 
tences that needed to be completed by a word or words. Three 
possible choices were listed under each statement and the di¬ 
rections were to encircle the word that completed the sentence. 
If the children comprehended the story, they were able to ex¬ 
ecute the directions, Exercise B contained two statements 
that needed to be completed. There, too., the answer was to 
be chosen from three choices and encircled. The selection of 
the proper answer in this case necessitated independent think¬ 
ing. Ho single sentence or paragraph provided the solution. 
It required the ability to infer the right answer from the 
facts or sequence of events stated in the story. Exercise C 
presented a list of five words. The object of this exercise 
was to find words in the story that meant the same as the five 
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words listed# Spaoe was provided for writing these words 
beside the ones given# fhis was not the only type of exer¬ 
cise found in the vocabulary development section. Sometimes 
children had to find the opposites of the words given; or they 
had to build new words from those suggested; or they had to 
syllabalize words; or they had to find the base word in a de¬ 
rived form; or had to find endings for the words; or they had 
to match words that sounded alike, but were spelled differ¬ 
ently; or they had to write the plurals of words# Exercise 3) 
required that the main idea or ideas of the story be checked 
from among the sentences supplied. jSxercise £ called for 
drawing illustrations for three sentences taken from the story 
as a check on comprehension and ability to visualize inci¬ 
dents in the selection. After the correcting was completed 
errors were talked over and help was given in oases where chil¬ 
dren failed to comprehend what was expected of them. In a few 
days the children were completely oriented so that they could 
do the assignments without asking any questions. An under¬ 
standing was reached whereby the children assumed the responsi¬ 
bility for doing one unit a day. Bo specified time was as¬ 
signed for this work since most of the morning was devoted to 
group work in arithmetic, spelling, and reading so there was 
ample time if no time was wasted# The only stipulation that 
was set up was the time when the units should be completed# 
fhey were to be finished by twenty-minutes of three, the be¬ 
ginning of the general period so that they would be ready for 
corrections# At that time about five minutes were taken for 
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corrections. Any child who failed to meet his responsi¬ 
bility and dia not have his workbook ready had to find some¬ 
one after school to help him correct his work. Except in 
cases of absences, no one slipped up on his responsibility. 
The children who consistently made high scored and did not 
allow other work to suffer were allowed to do two units a 
day so that they could finish up this book sooner and get to 
the next, harder one called "Adventure Trails.”*^ Those who 
were consistently having the same trouble were given help 
and extra guidance during the reading period until they got 
straightened out. 
TKAlfflffG TO OVERCOME WHISEBRIJSB AMD LIP MOVEMENTS 
One point at which help was given involved the matter of 
whispering and lip movements. The five subjects as well as 
some other children were guilty of reading to themselves, 
sometimes so loudly that they disturbed their neighbors. This 
trouble was largely overcome by discussion and vigilance. Dur¬ 
ing the discussion the children talked over the reasons for 
this kind of reading, the disadvantages of such reading per¬ 
formance, the purpose of silent reading, and the differences 
between oral and silent reading* Some children confessed 
that they were not even aware of whispering or moving their 
lips as they read silently. Therefore, whenever children read 
silently during the day and they moved their lips, their at¬ 
tention was called to it either by a remark given in private 
or a touch on the lips. Since I was occupied often with 
1. Johnson, Eleanor M.: Adventure Trails. American 
Education Press, Columbus, Ohio; '' 
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group work while some worked by themselves, the children de¬ 
cided to help each other whenever they observed someone prac¬ 
ticing this bad habit, They would tap the person's shoul- 
/ 
dor gently and when the person looked up they would merely 
motion with a finger to the lips and that sign was suffici¬ 
ent to remind the person that he was using his lips again, 
To keep the matter always in mind, the children posted a sign, 
"Watch Your Lips,” in the library and on the board where read¬ 
ing seatwork was written. Someone was always bound to see 
the sign and remind the others. The children had a grand 
time trying to get through the day without getting tapped even 
once. This co-operative enterprise helped the five subjects 
wonderfully, Nothing else had to be done during the year to 
bring about improvement. Subject G had to praotice the most, 
T 
but in time he learned to keep his lips still. The five sub¬ 
jects had no trouble at all in adjusting to this new situation. 
Subjects A and B would have been able to do two units of work 
a day had they not had extra work in oral reading and the "Bye 
and Bar Bun” workbook plus extra vocabulary practice. The five 
of them finished the workbooks in about six and a half weeks. 
Then the second achievement test was given to them and Group II 
who had finished at the same time. Group I had finished their 
books earlier and had had the test already and were continuing 
this similar work in another harder workbook. The test results 
revealed marked improvement in this kind of reading over the 
six and a half weeks for the subjects. (The amount of progress 
can be seen on a chaft in the appendix. Section A,) 
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It was most gratifying to see two of these subjects, who 
got behind due to absence, taking their books home and mak¬ 
ing up their units,so that they would not fall behind others 
in the class, without any persuasion or suggestion from me, 
BUKTHER (EBAIHIflS III SQUHDS ABD SIGHS VOCABULARY 
The five subjects finished Book II, "Bye and Ear Bun," 
the same week the "Soottie" units were started so instead of 
continuing on to Book III that week, the time that was ordi¬ 
narily spent with the boys on Book II was given over to a re¬ 
view of the elements that had been studied in this book. The 
following week they started work on Book III of the "Eye and 
Ear Bun" series, How they had a chance to review and deal 
t r •' v/ . • . • • i 
with 1,000 words found in fifty outstanding third readers. 
Since the words were polysyllabic and more difficult and the 
exercises were becoming increasingly harder, it took them six 
weeks to finish this workbook, when heretofore they completed 
the others in about a month,s time. Their interest in these 
books continued to be high for they realized how much help they 
obtained from them. It was a common occurrence to hear some¬ 
one of this group announce after he had successfully coped with 
t 
some word he met in reading that he had success because of do¬ 
ing or seeing or reading "suoh or such" in the blue workbooks. 
These books happened to be blue in color and the boys got into 
the habit of referring to them as the "blue books" to dis¬ 
tinguish them from the "Soottie" books. As in the previous 
two books, exercises provided drill in sounding and identifying 
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two and three letter blends; dividing words into syllables 
and reading words already divided; wording building by add¬ 
ing endings and prefixes; figuring out words from the initial 
blends and contextual clues; working with words containing 
long and short vowels. In addition, work was introduced on 
the hard and soft sounds of £ and £ in words and the rules 
that governed their use. More practice was given on words 
with the sounds of lorn oo and short oo. ou, ow, er, ir, ur, 
ar. air, are, ew. qu. oi. oy. aw, au, and la. In fact, every 
sound that was used in the preliminary test at the beginning 
of the year was emphasized in one way or another. Saturally, 
supplementary exercises had to be made when one or more sub¬ 
jects encountered some difficulties and the workbooks did not 
provide enough practice. At such times the supplementary 
material was patterned after that found in the workbook. 
TRAIHIHG IN WOBD MBAHIMRS 
cohere was a kind of supplementary material that I had to 
provide for this book that was not necessary in the previous 
two instances and that was word enrichment material. Prac¬ 
tically every word in the other books was a familiar word. 
The boys had them in their active vocabularies, chat is that 
they had a speaking and hearing acquaintance with them. How, 
the boys were meeting words that they could pronounce but not 
always understand. To give me a chance to get materials 
ready we worked out the following scheme. Howhere in the book 
did the directions tell the boys to encircle words. Therefore, 
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as the boys worked independently they encircled words whose 
meaning they were not sure of or did not know* They left 
their workbooks on their desks overnight. After school I 
would take time to look through the five books and made a 
list of the words that were encircled and those I thought I 
ought to check up on even though they ?;ere not indicated. 
Pictures were collected whenever it was possible. The fol¬ 
lowing day these were discussed and pictures examined. Very 
seldom was a dictionary used for developing meanings of words. 
Experience has taught me that the best children's dictionary 
is not suitable for children of the maturity of fourth graders. 
Dictionary meanings are too abstract for children who still 
can comprehend best that which is specific and objective. 
The best of fourth graders were often more confused than aid¬ 
ed by a dictionary's treatment of meanings. Time and time 
again when a dictionary was consulted the children would have 
to ask what the meanings meant or they confessed that they 
did not understand the word after they had looked it up. Oc¬ 
casionally, a dictionary was consulted but only when I had 
looked the word up previously and was sure that the required 
help would be forthcoming. This does not mean that fourth 
graders and these five subjects were not trained in using the 
dictionary. They were and the children used the dictionaries 
daily. They learned to use them for finding and checking 
syllables, checking spelling of words and looking up pronun¬ 
ciations of words from diacritical markings. Ify prime ob¬ 
jective in teaching dictionary work was to get children to 
like the dictionary and learn to use it often and well. I 
134 
wanted them to consider the dictionary their friend. There 
was plenty to do along this line without running the risk 
of disappointing children too often by exposing them to frus¬ 
tration by spending time on looking up meanings too often, 
that were just as obscure as the original words. I left a 
great deal of this work for fifth, sixth, and junior high 
teachers to do when the children were more mature and better 
able to cope with abstracts and cross-references. Thus, word 
meanings were most generally developed through pictures, dis¬ 
cussions, conversation and context. Once meanings were pre¬ 
sented an effort was made to provide opportunities for the use 
of the words in their conversation. When a child would say 
"Daniel Boone made a trail through the wilderness” he was 
asked, r,Can you think of a word that we’ve been working on 
that you could use instead of "made?” If he could think of 
’’blazed" then he would have a chance to repeat the sentence 
using the new word. Should the word escape him, then it was 
suggested or written on the board and again he would be asked 
to repeat his sentence and use the word. When the subjects 
used new words voluntarily, of course, they were commended aad 
that always motivated them to increase and continue their ef¬ 
forts. When the boys encountered words that had been devel¬ 
oped in other reading, time was taken to note the fact. It 
was amazing how many times they could recognize a word after 
it was discussed when they had a mind-set for it. This type 
of alertness made them more inquisitive about meanings of 
The above methods did not always insure as much other words 
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practice as was need for retention so experience was provid¬ 
ed through class and seatwork exercises* (These may he seen 
in the appendix. Section B*) When the hoys forgot some of 
the meanings they could always refer to the exercises that 
they had done earlier* Bach hoy had a large hox file which 
was kept in the hack of the room out of the way • As papers 
were completed and corrected, they were stored in the file. 
Since the hox file made it possible to put away material in 
alphabetical order, it did not require much time to locate 
papers at a momenta notice. Exercises on word meanings were 
kept in the ”H" section* 
FURTHER TRAIfllffG IB WORD RECOGBITIQff 
When it was necessary to get hoys to improve their rec¬ 
ognition of words, games were adapted to make drill periods 
more enjoyable. The games were such that after the hoys 
played the games under guidance, in a short time they could 
play these same games without supervision and in that way se¬ 
cure praotice in and out of class time. Boys would he more 
apt to he relieved of the monotony of drill when the game 
spirit was injected into it* One game at a time would he 
introduced. At first they would play the game with me. Then 
they would play the game with each other while X watched. Then 
they would play the game with each other while I watched. La¬ 
ter they played by themselves when all aspects were understood. 
Many times scoring devices were improvised to give the game 
more flavor and add an incentive to play the game more than 
once* (Those games most enjoyed may he seen in the appendix 
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with an explanation of procedure.) Words for these games 
were taken from many sources. Some were used from the "Sye 
and Ear Eun" books. Others were taken from the"Test les¬ 
sons” and still others came from basal readers that were used 
when the boys returned to group work with the rest of the 
class* 
SUBJECTS RETUBIO&D TO REGULAR GROUPS 
After the mid-winter vaoation, the five subjects were 
returned to the regular reading groups. Since Group II was 
ready at this time to start reading in a new fourth reader, 
"Let’s look Around,it seemed advisable that these five 
subjects join this group. They adjusted themselves easily 
to the reading group. Before they started this venture, a 
short discussion was held with them during which time it was 
emphasized that although they as a group would not be having 
extra lessons they should not get the idea that they could re¬ 
lax their effort and that they had mastered reading. They were 
told that the months of hard work would be undone if they did 
not continue to put into practice the things that they had had 
an opportunity to learn to do for themselves. They were en¬ 
couraged to ask for aid whenever an occasion demanded. Spe¬ 
cial note was made of the fact that the way to improve always 
in reading was to read. All persons who wished to be good 
readers found as many chances to read and read not only what 
was assigned but that which they found for themselves. An 
1. Gates, Arthur I* and Ayer, Jean: let’s look Around. 
Momillan Company; 1940 
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effort was made to arouse some sense of appreciation for what 
had been done for them, both by members of the class and by 
me. I told them that I thought they all wanted to make good 
and now they were going to halze a chance to prove it. Even 
though I was not going to give them all the attention that 
they had received in the past, I told them that I would be just 
.1 
as interested in their progress and problems. With pride and 
contentment written all over their young faces, they took their 
seats. The lessons with the group followed a similar pat¬ 
tern# Each lesson was proceeded by orientation for the pur- 
pose of acquainting children with new concepts and providing a 
background for the reading. This was followed by a period of 
* 1 % 
word study. Words were always presented in context. Pronun¬ 
ciations were developed by the same clues that the boys had 
been working with by themselves. Drills for quick recogni¬ 
tion and seatwork exeroises for meanings vs?ere continued. 
Throughout the remainder of the year, the boys remained in the 
group and performed creditably. 
TRAINING IE PHR4SIDG 
Soon it was evident that Subject D was still reading slow¬ 
er than most of the people in the group. So individual work 
with him was again begun. 
Rather than disrupt the new organization for the reading 
period of two groups of reading instead of three. Subject D 
met with me before school each mornings This was no hardship 
since he had gotten into the habit earlier in the year of com¬ 
ing in from twenty to thirty minutes before the bell rang. 
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Subject D had been a word-by-word reader for quite some 
time* One of the reasons was that he had had a low sight 
vocabulary and he had had to stop and try to figure out too 
many of the words. His one method of word attack hadbeen 
using the contextual due. Increasing his sight vocabulary 
and learning how to use many clues, had not brought about 
rhythmio, phrase reading as it had in the four other cases. 
Even though now he was wearing glasses it was necessary to 
provide training to accustom his eyes to perceiving more 
t 
than one word at a time. Before phrasing practice was start¬ 
ed the boy was told what his trouble was and the purpose of 
phrase reading. Work in phrasing was correlated with the 
. 
everyday reading in the basal fourth reader. Words that were 
developed during class time were printed on flashcards, not 
individually, but in phrases. At the offset the phrase cards 
were flashed slowly so as to prevent pressure and tension. 
Shen t*ie amount of time allowed for looking at the phrases was 
gradually reduced. However, flashcard phrase drills alone 
did not bring about the desired improvement. Subject D would 
read the cards smoothly and quickly enough in the isolated 
drill after sufficient practice. But when he began to read a 
selection orally he would continue to read in, too, small 
units. His phrasing was the best at the beginning of each 
line. It would have spoiled his silent reading if ths stor¬ 
ies the class was reading silently during the reading periods 
were used for practice in phrase reading. She phrase card 
drill for daily reading was not abandoned. Instead of making 
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up the bulk of the practice time, it was cut down to the 
last ten minutes. The beginning of each period was devoted 
to reading from a printed page or typewritten sheets. Sub¬ 
ject D*enjoyed stories about Mickey Mouse. In the classroom 
library was a book of such stories. These stories were typed, 
a page or two at a time. flach line was divided into phrases, 
but instead of putting all the phrases for one line on one line 
each phrase was printed on a separate line. The following js 
. 
an example: 
Mickey Mouse just had 
a good breakfast. 
He felt fine. 
He said to his dog* 
"Come on, Pluto, 
we will go 
to the box. 
x 
We will see 
if anyone 
has sent us 
a letter of a present. 
The story was thus broken up on a whole sheet. Then this 
sheet was put into an oak tag envelope in which was cut out 
a window, eight inches long and one-half an inch wide* In 
order to read the story the sheet had to be pulled out little 
by little. Bvery time it was pulled out only one phrase was 
exposed* This controlled the amount of reading that could 
be done at one exposure. The sheets were read over enough 
times until the reading of each phrase was smooth. The next 
step was to break up lines into phrases but intead of dropping 
the phrases down a line each time, three spaces were left 
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between each phrase* Example: 
William the gardener liked to stand very still* 
Whether he was planting seeds or digging, he stood just 
as still as he eould* Sven when he ran he looked as 
though he would be standing still again in a minute* 
Practice of this kind was very helpful but its value was limi¬ 
ted since in every case the phrases were already made up for 
Subject D* All he had to do was to practice reading them* 
In a real reading situation the reader has to be adept in lo¬ 
cating phrases for himself* Therefore, the next step had to 
be such that it would shift the responsibility to Subject D 
for identifying his own phrases. So again typewritten sheets 
were provided* Subject D had to look over a paragraph at a 
time and indicate the phrases by a short vertical line which 
was drawn after each phrase* This was done with a pencil* 
When the reading was marked, he read the lines and tried to 
pause only at his pencil marks. From time to time he would 
read from books where he had to formulate his phrases without 
marking them first* To insure success and avoid discourage¬ 
ment, at such times he was not allowed to start the reading 
unless he had an opportunity to glance over the paragraph to 
see what words could be grouped into phrases. For a month 
there did not seem to be much evidence of improvement* But 
the practice was still continued. Then, about the sixth 
week, Subject 3) seemed to have caught on. He began to read 
in larger units and his phrasing seemed to be effortless. 
There seemed to be a carry-over into his silent reading, too. 
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In the past Subject D had been a notorious finger-pointer* 
When he was reading to himself, invariable he would hunch over 
hia book and, use his finger continuously for keeping his place* 
Attention had been called to his finger-pointing and the 
slowing up effect of such procedure was mentioned. As his 
skill in word recognition and word attack increased, this 
tendency seemed to be reduced* During elasswork when he was 
being watched, it seldom cropped up. But when he was working 
independently and when he tried to read fast, his finger could 
be seen sliding along the lines. How he was concentrating on 
phrasing so much that he completely forgot to use his finger. 
Hot wishing to call his attention to that bad habit which 
seemed to have been eliminated, the natter was never discussed 
with him. Once Subject D seemed to have found himself, these 
before-SGhool periods were done away with. But constant vigi¬ 
lance was kept during his silent reading periods for evidences 
of his lapsing into his old habits. There was no need the 
rest of the year for returning to any special help on this 
score. 
TRAIfflffS Iff STUDY SKILLS 
ffo detailed mention has been made up to this point how 
the five subjects receive training in the study skills such as 
reading to answer questions, picking out the central thought 
of the main idea, organization, following written directions, 
and locating information. Of course, each one of these skills 
received attention in various ways and during different parts 
of the year or throughout the year as time allowed. 
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Plenty of practice was provided in following directions 
by putting explanations for seatwork on the board each day. 
Since there wav so much group work going on and there were 
so many different kinds of work that needed explanation that 
much time would have been consumed in giving directions or¬ 
ally. Then, too, the children might have forgotten them 
had they not been written out. In a real life situation 
people most often use written directions when they are going 
to make something or do something which they had never done 
before or use some materials with which they have had little 
experience. Therefore, opportunities were seized during Art 
time when a need arose to construct something or make some¬ 
thing. At such times written directions were hektographed 
and passed out. (Samples of a few suoh Art projects may be 
seen in the appendix. Section B.) Individual progress charts 
and flashcards for combinations in addition, subtraction,, 
multiplication, and division were made by using the same device. 
iixperiiLants in Science were conducted from written directions 
in the science hooks. workbook and seatwork exercises always 
gave plenty of experience in this technique. Simple games fer 
Gym were written on the blackboard. Before the children went 
out for Gym they used part of the period for reading the game 
. 
*■ 
to themselves. Without any explanation from me, the children 
went out and tried to play the game. If the game went poor¬ 
ly, the children went back to the room and re-read the direc¬ 
tions. questions were asked about controversial points if 
they did not understand even after a sedond reading. The next 
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day they triad the game again. When the five subjects were 
able to join the children in a group for reading, some seat- 
work exercises from the lewis and Holand Silent Headers, 
Book III and IV1 ?;ere assigned for this purpose once or 
twice a week* These exercises were short and simple and rare¬ 
ly took over ten minutes to execute. All this training ifas 
a class project because the five subjects were already using 
all the spare time that could be devoted to them on other 
reading* At all times the directions were simple so that 
the poorest readers had an opportunity to succeed. Time and 
time again it was borne out that some of the best readers in 
the class did the poorest job in reading to follow directions. 
They would often skim over the directions rapidly and use 
their own initiative too much. After a few disastrous ex¬ 
periences all the children learned to read and do for them¬ 
selves without watching others. Some of the less confident 
souls decided to watch other children in the room rather than 
to follow the wtitten directions* They reasoned that they 
could get along better by imitating those who were known to 
be good readers. When they discovered that to follow others 
was to copy their mistakes, then they found out it was more 
profitable to work by themselves. They felt pretty ridicu¬ 
lous when it was found out that children sitting near each 
other made exactly the same mistakes. Ho one was ever ac¬ 
cused of copying or watching, but the discussions whowed them 
that any such performance wa3 often a "dead give-away." 
1. lewis, William D. and Rowland, Albert 1. The Silent 
lllino'Ia & IY‘ JOhn °* Wln8ton Co* * 0MoaS° 
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Very little of this occurred during the year for that and 
another reason. So many of the children had been working 
at many different things that they soon learned to concen¬ 
trate on their own business. I had been able to impress 
with the fact that if they depended on others they were only 
cheating themselves and robbing themselves of the opportunity 
to grow and improve that they were pretty content to do thol r 
own work. In addition, children were never ridiculed or 
scolded for reasonable mistakes. fhey were encouraged to 
learn from their mistakes. 2hey were told smart people sel¬ 
dom kept making the same mistakes over and over, fhey learned 
to treat each mistake as an obstacle that was to be surmounted. 
Much training in organization and reading to answer ques¬ 
tions was provided during the Social Studies period and often 
during the Science period. Bach unit of work was begun by 
a period of orientation when interest was aroused. When they 
were interested they started to ask questions. ffiheir ques¬ 
tions were recorded by me or put on the board as the children 
asked them. later in the year the children wrote their own 
questions. Before reading was begun to answer these ques¬ 
tions, they were organized under topics or in sequence of 
importance. When the questions were properly organized, then 
the investigation started. The children read silently first 
to locate answers. Later when they found answers, they vol¬ 
unteered to read aloud sentences, paragraphs, or portions cf 
either that in their judgment supplied the desired information. 
Bach person was obliged to support his choice with a valid rea¬ 
son or reasons. He had to be prepared to tell why he didn’t 
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read more or less. On the basis of straight thinking, the 
members of the class decided whether contributions made were 
to bo accepted or rejected. When discussions started to be¬ 
come irrelevant, the children learned to refer to the question 
under consideration time and time again, and thus focused at¬ 
tention on keeping to the point. The teacher seldom made 
any decisions about choices of answers unless her opinion 
was asked* But the children learned to stand on their own 
two feet and did not depend on the teacher to make their de¬ 
cisions too often. When the children came to an impasse or 
when their immature judgments led them to false or inaccurate 
decisions, then help and guidance was given. Since the chil¬ 
dren knew that they would be hard pressed if they made hasty 
choices of answers which they could not support with good 
reasons, they grew to be extra careful in their reading and 
plenty of good hard thinking went on in their heads. Again 
this type of training was given to the whole class, but when 
the five subjects showed any particular weaknesses on this 
phase of reading work, they received extra help when they 
were doing reading in the "Test Lessons” book for after each 
selection they had to answer questions. 
Training for finding the main idea began when the chil¬ 
dren started their "Scottie and His Friends” workbook. They 
had thirty opportunities to identify from among the listed 
ideas the main idea of a story. Sometimes some stories had 
two or three main ideas. In those instances not only did 
they have to locate the main ones, but they often secured 
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practice in organization by having to arrange the various 
ideas in sequence* because children could identify the main 
idea when itwas supplied, did not in any way guarantee that 
they could express the main idea in their own words when no 
choices were given them. She need for being able to do this 
arose when they were trying to give reports in Social Studies* 
To provide for this need some Sooial Studies reading matter 
was found that was suitable. The children would study one 
paragraph at a time. They examined one sentence at a time 
and tried to tell in a few words the gist of the sentence. 
The key word or words were listed on the blackboard. Then the 
list was studied. The children tried to see what the rela¬ 
tionship among the sentences was;then they tried to put into 
their own words the idea that these related sentences conveyed 
to them. The Sooial Studies time could not be taken alto¬ 
gether for this kind of work. So the entire class suspended 
all reading in their regular basal readers and turned their 
attention to the Winston Book called, "Today and Tomorrow."^ 
This is the only book on the market expecially good for fourth 
« 
graders that is expressly designed for giving practice in 
finding the main idea and providing opportunities for children 
to learn to express the main idea in their own words by con¬ 
sistent, gradual development right through the book. Bach 
unit supplies reading matter that is expressly suited for this 
kind of work. Bach unit also gave them practice in organi¬ 
zing what they had read into an outline. This training was 
1. Hildreth, Gertrude and others: Today and Tomorrow 
John G, Winston & Co., Chicago, Illinois, 1943 
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given to the entire class* By now the five subjects were 
reading adequately so that they did not need any more special 
attention in learning these shills* 
The use of the index was learned during the Social Stud¬ 
ies period largely although every opportunity was seized dur¬ 
ing English, Arithmetic, Science, and Reading for exercising 
this skill* 
Alphabetizing and dictionary work were carried on dur¬ 
ing the English classes* 
MOTIVATION FOR OUTS IDE READIES 
The last two months of the school year was devoted to 
arousing interest in outside reading* It was recognized 
that the gains the subjects made in reading would be lost 
unless through extended reading, the subjects continued to 
do much more reading then they had done in the past* Since 
the subjects now were reading with the other members, the fol¬ 
lowing class project was started. A large pocket chart was 
made and hung in the library* As each child read an inter- 
esting book taken from the classroom library he would take a 
/ 
card from a box provided for this purpose and write on the 
card his name, the title of the book, and the dates when the 
book was read* He would write some significant remark that 
would tell his reaction to the book and something that might 
stimulate others to read the same book* Once a week on Fri¬ 
day the class would talk over the books that hadbeen read* 
Ho attempt was made to formalize the period. The children 
talked over humorous incidents, exciting chapters, and 
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interesting facts that had been gleaned through the outside 
reading* The object was to give children an opportunity to 
share vicarious experiences enjoyed through outside reading 
and help others who did not happen to find books that were 
considered worthwhile* These discussions helped others to 
) 4 
decide what books they thought they might enjoy reading next. 
At no time was any child allowed to review a whole book. 
Their discussions were supposed to furnish a pre-view of what 
was in store for others who might want to read the book. 
Children were allowed to read books in school or take them 
home* Committees were formed for the purpose of keeping a 
stock of new books on hand in the library. Their responsi¬ 
bility was to bring books from the public library at regular 
intervals and return those that were due. Any child who had 
a book at home that he wanted to read was given permission 
to do so. The cards in the pocket chart served several pur* 
poses* They gave me a chance to see what reading was going 
on. They motivated the children to read more books so that 
there pockets would have many cards. They served as a ref¬ 
erence when children could not remember the names of books 
that had been reported. When some discussions did not per¬ 
mit all children to talk over incidents, then those who did 
not get a chance on Friday to do any talking could read a 
card or two during opening exercises during the week. As 
soon as the pockets were full, the old cards were taken out 
and put into another box. This box and its contents then 
became the property of the whole class. Children could go to 
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the box and look over the names of books that they wished 
to read* Of course, some of these books probably had been 
returned to the public library, but there was nothing to 
prevent them from going there and getting the book for them¬ 
selves again* The following is a record of the number of 
books read by the subjects: A—six books, B—five books, 
C—five books, three books, and S—three books. Sub¬ 
jects D and JS preferred to read short stories from different 
books so they did not make as good a showing as the other 
three subjects* 
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THE FIHAL TESTING AJTD (ME BESULTS 
In June, eight months after the original tests were ad¬ 
ministered, the final testing was carried on to determine 
what gains the subjects had made as a result of the remedial 
instruction that had been given. 
For this purpose two standardized tests were chosen. 
One of the reading tests that had been used earlier in the 
year was the Sangren-Woody Beading Test, Form A. Since Form 
B of this test was approximately equivalent to Form A, Form 
B was given in June. The second reading test that was used 
in the beginning was the Iowa Silent Beading Tests, Form A, 
and as that test could be obtained in a second equivalent form, 
Form B was secured for the final testing. The same conditions 
were observed in these last tests as had been observed before. 
The five subjects were tested with the rest of the class. 
After the tests were scored, the resulting data was in 
terpreted in three ways. 
First, the grade scores for both of these tests were ob¬ 
tained and then compared with the grade scores the five sub¬ 
jects had made on bcth tests previously. (The two tables of 
comparisons can be found in the appendix. Section A.) The five 
subjects made gains in the total scores on the Sangren-Woody 
Tests of from one year and eight months to three years and two 
months. On the Iowa Silent Reading Tests the five subjects 
made gains in their median scores ranging from one year and two 
% 
months to two years. Since a school year is comprised of on¬ 
ly ten months, the gains were figured on the basis of a ten- 
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month year, A gain of two years in this case means two 
school years and not two full twelve-month years. 
Secondly, the amounts of retardation wore compared to de¬ 
termine whether this retardation was less in June than when the 
subjects were first tested. After the first tests were given 
a chart of retardation was constructed, The Iowa Heading ages 
were compared with the Otis mental ages, The Sangren-Woody 
reading ages were compared with the Otis mental ages, She Iowa 
reading ages were compared with the Kuhlmann-Anderson mental 
ages and the Sangren-Woody reading ages were compared with the 
Kuhlmann-Anderson mental ages. Because there were two differ¬ 
ent reading ages and two different mental ages, four comparisons 
had to be made in each of the five cases on both tests making a 
total of forty comparisons, (These comparisons can be seen on 
charts in the appendix. Section A,) In every case the amount of 
retardation in June was either less than it was eight months be¬ 
fore or there was none* 
These two interpretations gave some interesting information 
about the improvement made by each subject. However, the most 
significant measures of improvement in terms of the purpose of 
this study were obtained when the accomplishment quotients or 
accomplishment ratios were figured out for each subject. The 
accomplishment ratio is the ratio of the subject’s achievement 
to his ability and is found by dividing the subject’s education¬ 
al age by his mental age4 In this study the educational age was 
the reading age. Since there were two sets of reading ages and 
two sets of mental ages four different computations were made 
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for each subject on both the first tests and the final tests. 
Before the corrective work was launched the following A,^»s 
were derived* 
Subject A 
Otis M.A, —-12-2 
Iowa B. A*-— 8-4 
A* <4*  -—68$ 
Otis M.A.-12-2 
Sangren B.A.-- 8-7 
A* <4*--70$ 
Kuhlmann M.A.—-9-6 Kuhlmann M. A,-9-6 
Iowa K.A*—-8-4 Sangren B. A.-— 8-7 
A.Q.-87$ A.*.-9-$ 
It can be noted that at this time he was achieving 68$ and 
70$ of what could be expected of him on the basis of the Otis 
mental age* He was achieving only 87$ and 90$ of what could 
•r- * 
be expected of him on the basis of the Kuhlmann mental age* 
The Kuhlmann mental age is much lower than the Otis mental 
age* This should be expected because four out of nine 
tests in the set depend on some reading ability. Neverthe¬ 
less, even taking this fact into consideration. Subject A 
was not reading as well as he could be expected to read. 
Subject B 
Otis M.A.-10-9 
Iowa B.A.-8-7 
A.H.-80$ 
Kuhlmann M.A,—-9-6 
Iowa B. A,——8-7 
A. -9-$ 
Otis U.A.-10-9 
Sangren B,A,-——8-7 
A* *4, ——————————— 80 yo 
Kuhlmann M.A,—-9-6 
Sangren B.A.—8-7 
A, *4, —————90$ 
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It can "be noted that at this time Subject 3 was achieving 
80$ of what could be expected of him on the basis of the 
Otis mental ages. He was achieving 90$ of what could be 
expected of-him on the basis of the "Kuhlmann mental ages. 
Subject Q 
Otis M.A.—--10-9 
IOWa R. A.— 8-9 
A* ——————82$ 
Otis M.A.--10-9 
Sangren R.A.— 8-1 
A.*.—less than 75$ 
Kuhlmann M.A.— 9-4 Kuhlmann M.A.— 9-4 
Iowa R.A.-8-9 Sangren R. A.-8-1 
A.**.————93$ A.^« —less than 86$ 
It can be noted that at this time Subject C. was achieving 
only 82$ on the Iowa of what could be expected of him on 
the basis of the Otis H.A. fhe Sangren reading age was 
below 8-1 so this time he was achieving less than 75$ of 
what could be expected of him on the basis of the Otis mental 
age. He was achieving 93$ and less than 86$ of what could 
be expected of him on the basis of the Kuhlmann mental age. 
Subject 3 
Otis M.A.--12-4 
Iowa R.A.-—-7-10 
A.vu-63$ 
Kuhlmann——— 9-3 
Iowa R. A. ——— 7-10 
A* 4. «^«i84$ 
Otis M.A.-12-4 
Sangren R.A.™ 8-1 
A.less than 65$ 
Kuhlmann M.A. —- 9-3 
Sangren R.A.— 8-1 
A.h.~ less than 87$ 
It oan be noted that at this time Subject 3. was achieving 
63$ and 65$ of what could be expected of him on the basis 
of the Otis mental ags. He was achieving less than 84$ 
and 87$ of what could be expected of him on the basis of the 
Kuhlmann mental age. 
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Subject 
Otis M.A.—— Otis M.A.—-9-6 
Iowa H. A.-- Sangren K.A.— — 8-1 
A. Km -82$ A* 4. —less than 85$ 
Kuhlmann M.A. -9-1 Kuhlmann M.A.— 9-1 
Iowa R.A.—— Sangren S.A.— — 8-1 
A. %m ————— A. Km —less than 89$ 
It can be noted that Subject £ at this time was achieving 
82$ and 85% of what could be expected of him on the basis of 
the Otis mental age. He was achieving less than 86$ and 89$ 
of what could be expected of him on the basis of the Kuhl- 
mann mental age. 
Again the accomplishment quotients were computed in 
June after the final tests were given. Then the two sets 
» 
of A*^.Ts were compared and the per cents of increase in 
achievement were determined. Before the A.K*’s were fig¬ 
ured the second time new mental ages had to be computed since 
the mental ages of individuals are never constant. This wqs 
done by converting to months the chronological age of each 
subject at the time the first set of tests was given. To 
this numler was added eight months since this was the amount 
of time that elapsed between the first and second tests. 
The sum represented the child’s chronological age in months 
at the time of the second test. The chronological age was 
then multiplied by the I*Q« fs derived fromthe first set of 
tests and the product was the new mental age. The following 
are the accomplishment quotients secured after corrective 
work had been administered 
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Subject A 
Otis M.A.-13-1 
Iowa R. A.-10-0 
A* —————— 7 6% 
Otis M.A.—-15-1 
Sangren R. A.-10-7 
A.ti.---81% 
Kuhlmann M. A. — 10-3 Kuhlmann M. A. —10-3 
Iowa R.A.—■—— 10-0 Sangren R.A.——10-7 
A.A.——————— 97 yo A* Q* —————103% 
Comparing these A*Q.fs with those obtained in the fall, 
gains of 8%, 11%, 10%, and 13% were noted. In one case the 
A*^. was 103%. This does not mean that the subject was 
achieving 3% beyond his capaoity on the basis of the Kuhl- 
mann M.A. It is possible to make a score above 100 when 
figuring an A**. This 103% means that the achievement is 
3% better than the average achievement of pupils of this 
mental age. 
Subject 3 
Otis M,A.-— 11-7 
Iowa R.A.——— 10-4 
A. Hi* —————— 89% 
Otis M.A.-11-7 
Sangren R*A. —— 10-8 
A. h* ———————— 92/o 
Kuhlmann M* A. -— 10-3 Kuhlmann M.A.—- 10-3 
Iowa R. A* ——— 10-4 Sangren R.A.— 10-8 
A. Q.---101% A. y,0 — ———— 104% 
Comparing these A.^.'s with those obtained in the fall, gains 
of 9%, 12%, 11% and 14% were noted. 
Subject C 
Otis M.A.-- 11-7 Otis M.A.-11-7 
Iowa R.A.— -—— 10-3 Sangren R.A.—— 10-4 
A. si. ————— 88% A* —————— 89% 
Kuhlmann M.A.— 10-1 Kuhlmann—-10-1 
Iowa R. A.-—— 10-3 Sangren R. A.-- 10-4 
A. -—--102% A. -102% 
In comparing these A. A*s with those obtained in the fall. 
gains of 6%, 14%, 9%, and 16% were noted. 
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Subject D 
Otis U*A,—————— IS—2 
Iowa R* A* ——— 9-9 
A* Q*————— 66$ 
Kuhlmann LI* A,—- 9-11 
Iowa R.A. -——— 9-9 
A*S*——-——- 98$ 
Otis Li.a.—--15-2 
Sangren R. A* —— 10-5 
A. 4.---78$ 
Kuhlmann M. A.- 9-11 
Sangren R* A. —— 10-5 
A* <4*--105$ 
Comparing these A*U.fs with those obtained in the fall 
gains of 3$, 13$, 14$, and 18$ were noted* 
Subject E 
Otis M.A.--— 10-3 
Iowa R*A.—----- 9-7 
A* - 93$ 
Kuhlmann M.A.— 9-9 
low© R.A.-— 9-7 
Otis M.A.--10-3 
Sangren R* A* —— 10-1 
A*«** —————— 98$ 
Kuhlmann M*A»— 9-9 
Sangren R. A*--10-1 
A.^,*---103$ 
Comparing these A**,fs with those obtained in the fall, 
gains of 11$, 13$, 12$, and 14$ were noted* 
A chart in Section A of the appendix shows the five 
subjects1 accomplishment quotients in the fall of the year 
their accomplishment quotients in June and the per cents 
of increase# 
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SUMMARY Alii) CQIfQLUSIOHS 
The purpose of this study was to demonstrate that a 
remedial program in reading can be carried on in a class¬ 
room by one teacher whereby children of average and superior 
intelligence who are suffering from reading disabilities can 
be aided so that they will read more nearly up to their ca¬ 
pacities* 
Rive subjects who met the needs of this study were 
chosen# Their capacities for learning were determined* Their 
reading achievement was measured and the amounts of retarda¬ 
tion were approximated. Then through the use of standard¬ 
ized and informal tests, weaknesses and shortages and needs 
were appraised* All factors that might have contributed to 
the reading disabilities were investigated in an effort to 
understand the subjects and their needs better* bhen enough 
information was secured, a program of intensive corrective 
work was launched* Each need that was revealed by the testing 
program was provided for in order of importance* The results 
were grati^ing* 
Each subject became a better reader as a consequence of 
the corrective work* Each subject was reading more 2iearly up 
to his capacity at the end of the year* It demonstrated that 
the diagnoses were accurate otherwise the subjects could not 
have made all the progress they did* It also showed that 
eight months of corrective work was not sufficient time for 
some of the subjects to make the improvement they were capable 
of* Even though a great deal of time and effort was required 
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i 
to bring about improvement, it proved to be a worthwhile 
undertaking* 
j 
" 
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APPENDIX 
SECTION A 
PAGES I—XVIII 
i 
SECTION B 
PAGES XIX—LV 
LIST OP FACTORS THAT WERE INVESTIGATED FOR THE PURPOSE OF 
SECURING INFORMATION ABOUT THE READING DISABILITY OF EACH 
OF THE FIVE SUBJECTS 
PRELIMINARIES 
1. Chronological ages 
i 
2. Intelligence quotients 
5. Mental ages 
4. Reading achievement 
PHYSICAL CONDITIONS 
1. Eyes 
2. Ears 
3. Speech 
4. Hand dominance 
5. Muscular coordination 
6m General health 
7. Illnesses 
SCHOOL RECORD BY GRADES 
1. Entering ages 
% 
2. Absences 
3. Number of changes in schools 
4. Number of retardations 
5. Marks in reading 
6. Marks in other subjects 
PERSONALITY 
1. Social adjustment 
2. Emotional adjustment 
* ii 
3. Group adjustment 
4. Attention 
5. Initiative 
6. Cooperation 
7 • Habits of work 
8. Individual interests 
HOME CONDITIONS 
1. Language spoken 
/ - 
2* Size of family 
l 
3« Ages of members of the family 
4. 
5. 
Social and economic status 
Education of parents 
6* Intellectual stimulation 
7 • Reading habits of the family 
8. Attitude of subject toward family 
9. Treatment received from parents 
10. Treatment received from other members 
11. Parental attitude toward school 
ANALYSIS OP READING SKILLS 
1. Attitude toward reading 
2. Vocabulary 
a. Extent of sight vocabulary 
b. Word meanings 
c* Word recognition and analysis 
3. Methods of word attack 
4 Phonetic skills 
iii 
5. Oral reading 
a* Comprehension 
b. Expression 
c• Hate 
d. Fluency 
e* Enunciation 
f. Voice 
g. Phrasing 
6. Silent reading 
a. Extent of reading skills 
b. Habits of silent reading 
Lip movements 
Head movements 
✓ 
Whispering 
Pointing 
Position of book 
Concentration 
7* Errors in spelling 
8. Dictionary skill 
a. Knowledge of alphabet 
b. Skill in locating words 
c. Skill in finding syllables 
d* Skill in pronunciation 
e. Skill in checking spelling of words 
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RESULTS OP PRELIMINARY TESTS GIVEN TO THE FIVE SUBJECTS 
CHART I 
SUBJECTS A B C D E 
Otis I. Q. 138 122 121 135 107 
Otis M. A. 12-2 10-9 10-9 12-4 9-6 
K-A I. Q. 108 108 105 100 102 
K-A M. A. 9-6 9-6 9-4 9-3 9-1 
Iowa Grade Score 3.4 3.6 3.8 2.9 *2.9 
Iowa Reading Age 8-4 8-7 8-9 7-10 *7-10 
S-W Grade Score 3.7 3.10 2.2 *2.2 *2.2 
S*rW Reading Age 8-7 8-7 *8-1 *8-1 *8-1 
Binet-Simon I. Q. 107 115 112 116 — 
Chronological Age 8-10 8-10 8-11 9-3 8-11 
*--In each case where a star occurs beside a grade score arr 
a reading age, this signifies that the score or the age 
fell below the lowest one given for the test. 
TESTS USED 
1* Otis Group Intelligence Scale, Primary Ex., Form A. 
2. Kuhlmann-Anderson Tests, Grade IV. 
3. Iowa Silent Reading Tests, Elementary Grades 4-9, Form Am. 
4. Sangren-Woody Reading Test, Grades 4-8, Form A. 
Revised Binet-Slmon Individual Test of Intelligence. 5. 
V 
GRADE NORMS FOR THE FIVE SUBJECTS OH THE IOWA READING TEST 
CHART II-A 
SUBJECTS A B C D E 
Rate *2.9 4.2 *2.9 *2.9 4.5 
Comprehension 
\ 
3.1 *2.9 3.8 *2.9 *2.9 
Rate and Comprehension *2.9 3.5 3.2 *2.9 3.4 
Directed Reading 3.4 4.2 3.9 *2.9 *2.9 
Word Meaning 3.0 3.4 3.1 2.9 3.3 
Paragraph Comprehension 5.1 6.0 4.4 *2.9 *2.9 
Central Idea 5.9 5.9 4.8 *2.9 *2.9 
Development 4.4 6.0 3.8 *2.9 3.1 
Sentence Meaning 3.4 3.6 3.6 2.9 *2.9 
Location of Information 3.9 *2.9 4.0 3.8 *2.9 
Alphabe tizing 4.1 *2.9 3.9 4.5 *2.9 
Use of Index 3.7 *2.9 4.0 3.1 3.4 
*—This sign indicates that the Individual scores fell be¬ 
low the lowest score on this test. 
vi 
GRADS NORMS FOR THE FIVE SUBJECTS ON THE SANGREN-WOODY TEST 
CHART 1 II- •B 
SUBJECTS A B C D E 
Word Meaning 4.6 3.3 2.10 *2.1 2.1 
Rate 2*1 2.6 *2 • 1 *2.1 *2.1 
Fact Material 
% 
4.5 
t 
4.10 4.5 3.5 3.5 
Total Meaning 2.5 3.2 2.4 *2.1 2.4 
Central Thought 4.1 4.1 3.1 4.10 3.1 
Following Directions 3.5 2.7 3.5 2.7 *2.1 
Organization 4.6 6.5 3.5 *2.1 2.9 
Total Score 3.7 3.10 2.2 2.2 2.2 
*—This sign indicates that the individual scores fell he 
low the lowest score on this test. 
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APPROXIMATION OF RETARDATION BASED ON THE FALL MENTAL AGES 
AND READING AGES 
• 
CHART IV 
> 
SUBJECTS A B C D E 
Otis M. A. 12-2 10-9 10-9 12-4 9-6 
Iowa R. A. 8-4 8-7 8-9 7-10 7-10 
Am’t of retardation 3-10 2-2 2-0 4-6 1-8 
3 > ' * i % 
Otis M. A. 12-2 10-9 10-9 12-4 9-6 
S-W R. A* 8-7 8-7 *8-1 *8-1 *8-1 
* « 
Ain’t of retardation 3-7 2-2 
V 
*2-8 
* 
*4-3 
* 
*1—5 
K-A M. A. 9-6 9-6 9-4 9-3 9-1 
Iowa R. A. 8-4 8-7 8-9 i O
 
7-10 
Ain’t of retardation 1-2 0-11 0-7 1-5 1-3 
K-A M. A. 9-6 9-6 9-4 9-3 9-1 
S-W R. A. 8-7 8-7 *8-1 *8-1 *8-1 
Ain’t of retardation 0-11 0-11 
* 
*1-3 
* 
*1-2 
* 
*1-0 
*—This sign indicates less than. *—This indicates in6>jr& than. 
V. 
vili 
RESULTS OF INFORMAL TEST Oil INITIAL CONSONANTS 
CHART V-A 
SUBJECTS A B C D E 
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JSAMs y IS- y 
/ 
s 
\S y y y 
t y y t' y 
V 
S { y y y 
w 
'tAS/ru <Jk b N 5/V flk 
X 
y . a- 3 c/K y 
 7 
A fc Ks y JL 
m y y y y y 
z 
y rf.ts y y is 
k y y y y 
1 / 
y J K / y 
3 
y y A y 
8 t0' 
ft A> r\K / 
h y t*' /- 
f 
y y y k 
a 
y y y y 
b y y( Ay -p 
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RESULTS OP INFORMAL TEST ON INITIAL AND PINAL BLENDS 
CHART V-B 
SUBJECTS A B C D E 
sm 
S 
4» i 
s 
Pie 
pJbC. pit ^Uc^. 
rd 
d A i/K -CSLtl- d is! 
sn 
I 
s 
s~ 
dsno s' At* 
cl S 
d*z OuJL* 
4 
ch s tJJ* tS s 
wh 
4 i 
A'S/A ^asc'&A- SAA (* 
ble 
s^ruJL s/s'CtL* 
nt ctK d K 4 k 
dK 
rm dK 
L«* 
sp / Ap~* s 
* 
-i.Jtp 
i 
S-p.-tA- 
fl 
s' S £ 
rk AHA'hs /■IK d i\ d K 
rn 
/l -< /, TlS ,}1 J A cU\ 
tw 
JCL*. s tv AAA/lrV 
sh / S s s 
br S 
s S' s S' 
Id 
tASf\ c L- M'cO J*d M sI!U.aL. 
ng di< 
S-'iSJ 
./a '***?- 
pr \S A A a s 
si S' 
S /t*d ■£-' K 
X 
SUBJECTS A B C D E 
gl 
sc 
i * ■AzC. &■ • 
pi S s ja^ijJk’ 4i<X ^M^OL* 
sk ,rZ}^-fi.'-f.K- y.rj,. j. /•< ...■«? / ' f-V4» ^ 
th ,yf.^,JL. 
bl «wx. 
str 
^tCaX ^ 
nd d A (k d !\ *h^sL~ 
dr *s 
v' 
tr 
*/ i^ 
tch 
,.. f7.<~-i\ k ,£*riA«<4^ 
cr 
S k v-" 
sw 
sdAsiriA^ ■W A. 
st 
jd&GL ^4 y>^ 
scr s4-'h-+ 
t/ oi A 
spl 
4f l.JA £> jjJjC ,£^1*7!-*' i/ i^' 
thr 
mp 4 /f 
/A - d4A £ '*\ 
fr V i 
u 
L'' 
gr 
l'*'' 4- 
spr t/ 
is ^ K is 
If 
f) j ' 
Jt*f- ^ A d/\ 
shr 
^ i-' 
It zit 
jdkb IT <A XT 
NOTE 
Charts V-A and V-B are samples of the Informal testa that 
were given when an inventory of the phonectic skill was 
conducted. Five other tests were given in this battery. 
This battery included first grade phonograms, namely: 
ike, is, ake, oke,ook, own, oy,an, ay, as, ig, ouse, at, it, 
it, am, ome, ack, ank, and, ell, all, ill, erne, oy, £e, id, 
ool, ot, op, ow; second grade phonograms, namely: uit, ue. 
eet. ive. com. cot. unk. Igbt, eep, ich, ore, ass, uy. ilk. 
ead. ease , om, OSS, eat. ith. orse, out, arn, ern, our. eak. 
ink. alk. arm. ove. oar. ick. ile, old, aid, int, ood; 
third grade phonograms, namely: onk, een, ought, igh, atch, 
itch, ob, lx, eel, eek, ush, eech, orn, eal, oach, oast, jut, 
ound, ough, age, joil; prefixes, namely: con, ex, in, en, el, 
up, de, re, di, be, bl, per, any, un, for, re, dis, com, 
lm, pro, ob, ac, £, pre, ad, em, ab, sur, an, of, under, sub, 
trans, sup, a, pur, oc, fore, extra, af; and suffixes, namely: 
£, ejs, ed, ing, y, ly, ty, er, jest, ion, ily, ier, lest, 
ant, ous, ious, ent, tlon, sion, ture, by,sy, rr, al. 
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R5SULTS OF THE MASTER ACHIEVEMENT PRE-TEST AND FILIAL TEST 
FOR THE DIAGNOSTIC READING WORKBOOKS—SCOTTIE AND HIS 
FRIENDS 
CHART VI 
SUBJECTS A B C D E 
1, Ability to comprehend fact3 
a* No, of errors 3 
b. No. not attempted 
2 0 4 
4 7 
2. Ability to do independent 
thinking and to evaluate 
a. No. of errors " 4 
b. No. not attempted 
3. Vocabulary development 
a. No. of errors 4 
b. No. not attempted 
9 0 
4 
0 
7 
B 7 
4 
5 
7 
4. 
5. 
6. 
Ability to find main idea 
a. No. of errors 15 10 10 5 14 
b. No. not attempted 4 7 2 
Total errors 26 29 33 42 36 
Grade score 4.0 3.9 3.8 3.5 3.7 
NOTE: The above are the results from the standardized pre¬ 
test. On the next page will be found results from 
the final test which was given after the subjects 
had completed the workbook of thirty units. The 
highest possible score for each section was seven¬ 
teen right and the total score was 68. 
h
 <m
 
^
 co
 
o>
 oa
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SUBJECTS A B C D E 
1. Ability to comprehend facts 
a. No* of errors 
b* No.not attempted 
0 • 1 0 3 
1 
2 
2. Ability to do independent 
thinking and to evaluate 
a. No. of errors 
b. No. not attempted 
0 2 1 1 
1 
2 
3. Vocabulary development 
a. No. of errors 
b. No. not attempted 
1 1 2 4 
1 
2 
4. Ability to find main idea 
a. No. of errors 
b. No. not attempted 
0 3 4 5 
1 
2 
5. Total errors 1 7 7 17 8 
6. Grade score 5.0 4.7 4.7 4.3 4.6 
M* 
xiii 
COMPARISON OF GRADE SCORES ON THE IOWA SILENT READING TEST 
PIRST TEST GIVEN IN THE FALL—SECOND TEST GIVEN IN JUNE 
CHART VII 
SUBJECTS 
Rate—1st Test 
Rate—2nd Test 
Comprehension—1st Test 
Comprehension—2nd Test 
Directed Reading—1st Test 
Directed Reading—2nd Test 
Word Meaning—1st Test 
Word Meaning—2nd Test 
Paragraph Comprehension—1st 
Paragraph Comprehension—2nd 
Sentence Meaning—1st Test 
Sentence Meaning—2nd Test 
Alphabetizing—1st Test 
Alphabetizing—2nd Test 
Use of Index—1st Test 
Use of Index—2nd Test 
Median Scores—1st Test 
Median Scores—2nd Test 
A B C D E 
*2.9 4.2 *2.9 *2.9 4.5 
3.8 4.1 3.8 3.8 4.1 
*2.9 3.5 3.2 *2.9 3.4 
4.9 4.9 4.3 4.3 4.3 
3.4 4.7 3.9 *2.9 *2.9 
5.9 5.0 5.2 4.0 4.4 
3.0 3.4 3.1 2.9 3.3 
4.9 3.8 4.5 4.2 4.7 
5.1 6.0 4.4 *2.9 *2.9 
4.6 4.6 5.6 3.7 3.3 
3.4 3.6 3.6 2.9 *2.9 
3.7 5.6 5.1 4.7 6.2 
4.1 *2.9 3.9 4.5 *2.9 
6.3 5.4 5.1 4.7 5.9 
3.7 *2.9 4.0 3.1 3.4 
5.6 6.5 4.7 5.6 4.7 
3.4 3.6 3.8 2.9 *2.9 
5.2 5.3 5.0 4.9 4.7 
*—This sign indicates that the individual scores fell be 
low the lowest score on this test. 
xiv 
COMPARISON OF GRADE SCORES Oil THE SAHGREN—WOODY TEST 
FIRST TEST GIVEN IN THE FALL—SECOND TEST GIVEN III JUI« 
CHART VIII 
SUBJECTS A B C D E 
Word Meaning—1st Test 4*6 3.3 2.10 #2.1 2.1 
Word Meaning—2nd Test 
/ * 
5.9 5.3 5.3 4.9 4.9 
Rate—1st Test 2.1 2.6 #2.1 #2.1 #2.1 
Rate—2nd Test 4.7 5.2 4.7 5.2 4.7 
Fact Material—1st Test 4.5 4.10 4.5 3.5 5.5 
Fact Material—2nd Test 4.10 6.1 4.10 4.10 4.10 
Total Meaning—1st Test 2.5 3.2 2.4 #2.1 2.4 
Total Meaning—2nd Test 5.1 5.10 5.1 5.1 5.1 
Central Thought—1st Test 4*1 4*1 3.1 4.10 3.1 
Central Thought—2nd Test 5.9 6.9 5.9 5.9 4.10 
Following Directions—1st 3.5 2*7 3.5 2.7 #2.1 
Following Directions—2nd 5.8 5.1 5.1 5.8 5.8 
Organization—1st Test 4*6 6.5 3.5 #2.1 2.9 
Organization—2nd Test 5.9 5.9 5.3 5.9 5.9 
Total 
Total 
Score- 
Score- 
-1st 
-2nd 
Test 
Test 
3.7 3.10 
5.7 5.8 
2.2 
5.3 
2.2 
5.5 
2.2 
5.1 
*—This sign indicates that the individual scores fell be¬ 
low the lowest score on this test* 
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APPROXIMATION OF RETARDATION BASED ON THE JUNE MENTAL AGES 
AND READING AGES 
* 
CHART IX 
SUBJECTS A B C D E 
Otis M. A. 13-1 11-7 11-7 13-2 10-3 
Iowa R. A. 10-0 - 10-4 10-3 9-9 9-7 
Am11 of retardation 3-1 1-3 1-4 3-3 0-8 
Otis M. A. 13-1 11-7 11-7 13-2 10-3 
S-W R. A* 10-7 10-8 10-3 10-5 10-1 
Am11 of retardation 2-6 0-11 1-4 2-9 0-2 
. K-A M. A. 10-3 10-3 10-1 9-11 9-9 
Iowa R. A. 19-0 10-4 10-3 9- 9 9-7 
Ain’t of retardation 0-3 none none 0-2 0-2 
K-A M. A> 10-3 10-3 10-1 9-11 9-9 
S-W R. A. 10-7 10-9 10-4 10-5 10-1 
Am11 of retardation none none none none none 
xv i 
ACCOMPLISHMENT QUOTIENTS OF THE FIVE SUBJECTS AND THE 
PER CENTS OF INCREASE 
CHART X 
SUBJECTS A B C D E 
A. Q. based on the Iowa 
R* A. and Otis M* A.—Pall 
/ 
68$ 80$ 82$ 63$ 82$ 
A. Q. based on the Iowa • 
R* A. and Otis M. A.—June 76% 89$ 88$ 66$ 93^ 
Per cent of Increase 8% 9% 6% 3$ n$ 
A. Q* based on the Sangren 
R. A* and Otis M* A.—Pall 70% 80% 75% 65$ 85$ 
k* Q. based on the Sangren 
R. A. and Otis M. A.—June 81% 92% 88% 78$ 98$ 
Per cent of Increase 11% 12% 13% 13$ 13$ 
A. Q* based on the Iowa 
R. A. and K-A M. A.—Pall 87%' 90% 93% 84^ 86^ 
A. Q* based on the Iowa 
R. A* and K-A M* A. —June 97% 100% 101% 98$ 98$ 
Per cent of Increase 10% 10$ OtCf 0/0 14$ 12$ 
A. Q. based on the Sangren 
R. A. and K-A A*— Pall 90% 90% 86$ 
l 
87$ 89$ 
k* Q. based on the Sangren 
R. A. and K-A M. A. —June 103$ 104$ 102$ 105$ 103$ 
Per cent of Increase 13% 14$ 16$ 18$ 14$ 
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SAMPLE OF A PORTION OF THE AUDITORY TEST 
I want you to listen carefully to see if you can tell 
what the first letter is in the words I am going to say. 
Write the first letter. 
fast—feet—fill—foam—funeral 
call—caught—construct—coarse 
(A similar procedure was used for other initial sounds.) 
Nov/ listen to see if you cant ell the first two let¬ 
ters in the words I am going to say. Write the two letters. 
chicken—cheap—cheese 
brown—break—bruise 
« » • * 
still—stain—step 
flesh—fleet—flat 
(A similar procedure was used for other initial blends.) 
Now listen carefully to see if you can hear the 
first three letters in each of these words. Write them. 
spring—sprint— sprue e 
thrill—thrush—thrash 
(A similaB procedure was used for other three-letter blends.) 
Now we must listen carefully to hear the last two let¬ 
ters in these words. Write them dov/n. 
harder—boxes—nicely—dolly—bugs 
(A similar procedure was used for different common endings. 
Because each word had a different ending, a longer pause al¬ 
lowed the children to write each ending. Some words had one- 
letter endings, others two-letter endings and etc.) 
xvill 
SAMPLE OF A PORTION OF A SECOND AUDITORY TEST 
HAM SHALL SING SLIDE SKIRT SUDDEN HORSE 
HIM SHELL SONG SIDE SHIRT SULLEN HOUSE 
HEM DULL SUNG SLID SHARP REDDEN HEARSE 
KIM FILL SANG HIDE SHIRKED MULLED COARSE 
Listen carefully. In the first set of words you will 
four words that look somewhat alike. However, they are 
pronounced differently. I will say one word. Underline 
the word I pronounce. The first word is ’’hum”. How 
look at the same set of words. Find a sound that says 
”em”. Put a circle around that sound. 
Let’s try the second set. Find a word that is read 
’’shell”. Underline it. How find a sound that says null”. 
Put a circle around it. 
We are going to So the same two things in each of the 
following sets of word. Underline the given word and put 
a circle around the given sound. We will work across the 
page from left to right. As soon as we finish the first 
row we will go on to the second row and so on* You will 
not have enough time to study and figure out the sounds 
and words. If you are not sure of a word or sound mark 
what you think is the right sound or word. Try to keep 
up with me. Words or sounds will not he repeated. Ready. 
’’Sang”-”ong”. "Slid"-—”ide”. 
"Shirt”--—-”ir,f. ’’Sullen”——-”sud”. 
’’Coarse”-”orse”. 
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DEVELOPING AUDITORY AND VISUAL DISCRIMINATION 
Write these words undera word that starts in the same way* 
Say the word* Do you hear how it starts? 
prince twigs except shape plenty 
stripe strong pledge expect shallow 
twins prison explain twisted print 
stride placed short exclaim twinkle 
princess exchange twirl 
shiver please string 
Now see how many words you can think of that begin in 
i —' 
the same way as those v/ords above* Write them on the lines 
you find below* 
XX 
DEVELOPING AUDITORY AND VISUAL DISCRIMINATION 
Write each of these words under the word It rhymes with. 
live ' - hop play yellow 
such must ground door 
well look shout float 
nest call should keep 
talk pet hope mine 
• give tell v/alk .lust 
small may about rope 
fellow goat pine 
• 
much 
best stop took get 
sound would floor sleep 
■’ * 
Now write as many words as you can think of that will 
rhyme with any of those mentioned above. 
xxi 
DEVELOPING AUDITORY AND VISUAL DISCRIMINATION 
Draw a line under the little word you hear and see in 
the big word. Then write the little word. 
friendly feeling every ball 
growing shouted fall shout 
careless dared scarcely sternly 
soapiest impolite sailor surround 
hawthorn nodded frozen stable 
rudely bruised closely trimmed 
dreadful stupidly partner sparkling 
starve scarlet army carpenter 
cargo sunrise thread inquire 
foolish gloomy footless wooden 
xxii 
DEVELOPING AUDITORY AND VISUAL DISCRIMINATION 
>• 
Find two words in each set of words that sound alike even 
if they are spelled differently. Underline these two words 
tire tired tried crier 
cloud bear square rare 
hoat son note choke 
loud crowd quite quiet 
chain chin learn bum 
lose loose fight bite 
main straight pane pan 
said sail brought taught 
use door choose bust 
chair could wood cheese 
head seat led load 
shake four roar roll 
bait fail said hate 
float beet stole meat 
sail mowed pale moo 
earn eel rode toad 
meal sign fine wine 
xxiLi 
DEVELOPING AUDITORY AND VISUAL DISCRIMINATION 
Find the two words that have parts in them that sound 
alike and are spelled in the same way. Underline these 
parts. 
chair 
sold 
gate 
vase 
head 
speak 
case 
fair 
fate 
round 
cone 
pass 
stone 
read 
freeze 
blue 
sweep 
toad 
hair 
cart 
heat 
fast 
heed 
heat 
yard 
find 
try 
grass 
hard 
class 
flow 
tire 
froze 
threw 
swept 
boast 
spare 
part 
hate 
last 
dead 
seat 
chase 
bind 
cry 
ground 
card 
smell 
bone 
spire 
squeeze 
screw 
creep 
toast 
xxiv 
TRAINING IN SOUNDS AND SIGHT VOCABULARY THROUGH USE OF 
— WORD WHEELS • 
Durrell (1) made some excellent suggestion for pro¬ 
viding practice in sounds and sight vocabulary through use 
of word wheels. Illustrations of these word wheels can be 
seen on pages 221 and 228 of his book. The subjects en- 
loyed drilling on sounds and words in this way. The wheels 
were easy to make and they provided self-directed practice. 
When the subjects were having trouble with words that had 
the sound f,ourt in them, word wheels for these words were 
constructed. Two round oaktag disks were made. On one 
disk words that were spelled withnou" were printed on it 
so they resembled spokes, but the sound !,ou[’ was omitted. 
Words like south, cloudy, fountain would appear as s th, 
cl dy, f ntaln. The second disk with the sound f,ouM 
would be placed over the other one and fastened in place 
with a fastener. Of course an opening would have to be 
made in the top disk that would expose the words on the 
bottom disk. As the disk was turned, the sound nouf* fell 
into place and completed the word. Now the subjects saw 
south, cloudy, and fountain with all of their letters. 
They would practice the words over and over until they 
were mastered. As soon as they were ready for more words 
the bottom disk only needed to be changed. When the time 
arrived for concentration on another sound, new wheels 
were made. 
XXV 
WORD ANALYSIS 
If you can find little words within another word, you can 
help yourself pronounce it more easily. Sometimes little 
words v/ithin other words to not help you with pronunciation. 
There are exceptions. Watch for the exceptions. How many 
of the little words you find below can you find in the 
4 
longer words? Underline these little words. 
AGE ABLE TEND MAN DID 
EAT TENT AND CAR ATE 
feathers reprimand 
pirates . V< entreat 
retention andirons 
contentment manageable 
commander plate 
carpet manage 
carriage Incarnate 
candidly carnation 
intend adage 
related package 
constable potentate 
sandy grate 
intention cheating 
XXV i 
WORD ANALYSIS 
11,111 111 ■■■ ■"«■'■» —i—mmm —— 
Write endings on these words to make new words. Remember 
you must make a real word. Write the words on lines below. 
a ed ing er est ly es y 
interest twirl 
small wish 
listen hand 
point sand 
soft answer 
dish low 
most go 
straight start 
xxvii 
WORD ANALYSIS 
Words with different endings have a slightly different 
meaning. Read the sentences. Then read the words writ¬ 
ten at the right. Which word belongs in each blank? 
Write it in the correct space. 
1. Cobbler Jim _ his black cat. leans 
leaned 
leaning 
2. He ._over and picked him up. ring 
ringing 
rang 
3. He started __a little tune, likes 
liked 
4. Just then the door bell _• 
5. Bobby and Billy were 
in the door. 
6. The hammer began its ___♦ 
liking 
whistles 
whistled 
whistling 
taps 
tapped 
tapping 
stand 
stands 
standing 
xxviii 
WORD ANALYSIS 
Do you remember the rule about the vowels in a one-syllable 
word? When there are two vov/els, the first vov/el has its 
long sound. The other vowel is silent. When there is on¬ 
ly one vowel, the vowel has a short sound. Here are some 
words with two vowels. Can you write a new word by leav¬ 
ing out one vov/el? What is the new word? 
- V 
cane can 
read red 
pail 
road 
feed 
rain 
pine 
rode 
use 
mean 
** 
cape 
■ 
hide 
main 
• 
hope 
seat 
MiX 
WORD ANALYSIS 
Here are some words that have one vowel. Write each word 
\ . ' * 
again putting in another vowel to make a difrerent word 
and make the first vowel have its long sound. Remember 
the silent vowel is sometimes at the end of the word. 
Sometimes it is in the middle of the word. 
rid ride 
pal pail 
bet • 
cut 
bat 
slid 
pin 
bit 
bed 
shin 
• 
kit — 
sam 
men 
at 
can 
cot 
step 
pale 
XXX 
WORD ANALYSIS 
Here is another exercise that will help with your words. 
Put an ”x" under the vowels in the words below. 
rode ride much sky 
such trot tent shop 
last ears clean lady 
same such left end 
cry chose tune lucky 
cute cut mad made 
mile robe mill fin 
Write the words here that have the long sound of the vowel. 
Write the words here that have the short sound of the vowel 
xxxi 
WORD ANALYSIS 
Here are some more words that have two vowels. Put an "x” 
under the vowels. Say the words. 
FAITH CHEER PEOPLE NOISE 
BOAT LEAVE FAINT LAME 
MADE WAIT SCAMP FACT 
STAGE WHALE SCRAP TRAIL 
MAKE CAME GAVE SCRAPE 
Write in the missing word In these sentences. 
1. Lem climbed up the mountain • 
2. Mother said. "I will a blueberry pie.” 
3. Lem could hardly to eat the pie. 
4, But the peddler _ that day, 
5, Lem _ the pie to the peddler, 
6m Mother_Lem another pie. 
Pick out all the words from the above list that have a long 
vowel sound and write them on the lines below. 
xxxii 
WORD ANALYSIS 
Finding little words in big words—Draw a circle around 
each little word within the big words below. 
a lways 
airplane 
without 
pinch 
welcome 
steeple 
observe 
western 
spectacles 
alone 
ripple 
wheat 
furrow 
furry 
hurricane 
bounce 
along 
rattle 
somewhat 
letter 
kitten 
grate 
/ 
within 
favorite 
chosen 
trembled 
pounced 
really 
chopped 
thirsty 
airy 
firmly 
certainly 
anyhow 
Y/aterfall 
trampling 
pillow 
carefully 
grandfather 
housekeeper 
nobody 
oddest 
instantly 
princess 
weight 
selfish 
bargain 
sweetness 
farewell 
perfectly 
sprout 
bedroom 
saddle 
c andy 
xxxiv 
WORD ANALYSIS 
Here are some compound words. Read them. Then write two 
little words that make the big word. 
afternoon 
someone 
fireplace 
upset 
become 
anyway 
housework 
lonesome 
blueberry 
playtime 
XXXV \ 
DEVELOPING WORD ANALYSIS THROUGH USE OF INITIAL CONSONANT 
OR INITIAL BLENDS AND CONTEXTUAL CLUES 
You will be able to figure out the pronunciation of some 
words by observing how the ¥/ord begins and Its meaning in 
a sentence* Y/hat words would make sense in the following 
exercises? Pill in the blanks* 
1* Tom v;as trying to catch up with Bill. When he 
got close to him, he gr_ his arm* 
held caught grasped gray 
2. Joe had been sitting and reading for an hour. 
When he got up from the chair, he began str _• 
striking yawning stretching standing 
3. Ann was washing the dishes for her mother. One 
pan jhad some food in it so she scr_It before she 
washed it* 
scraped scratched scaled screamed 
4. Dan was trying to make a fork for his hot dog 
out of a branch* One branch was so cr__that 
he could not use it. 
crowd crooked crumbled creased 
5. The boys were having a parade. One boy brought 
his d • 
door drum drill drake dog 
XXXVI 
DEVELOPING WORD MEANINGS 
It is fun to use words more than one way. See how many 
times you can find to use these words. Write them in their 
right places in the sentences below. 
flat-foot-—shell--blanket---mean 
I. Some people live in a _ 
2* They found a _rock. 
3. The roofs of some houses are_ 
4* They opened the clam_. 
5. We broke the _ of the egg. 
6. We cracked the nut __• 
7. The man was very_• 
8. I did not_to hurt you. 
9. We went to the ___of the 
10. The dog hurt his __• 
II. The stick is a __.long. 
12. We sleep under a • 
13. There is a _ of snow. 
hill. 
XXXVil 
DEVELOPING WORD MEANINGS 
Write these words after the words below that mean the 
same thing* 
follow pasture shout corral 
hogan suddenly queer fastened 
1. a grazing place 
2. all at once 
3. to go after 
4. tied 
5. funny looking 
6. an Indian house 
7* to call in a loud voice 
. 
8. a fenced- in place for cattle 
xxxvi1I 
DEVELOPING WORD MEANINGS 
MATCHING WORDS AND MEANINGS—Read the following sentences. 
Notice the underlined words. You will find meanings for 
these words below. Write each underlined word beside its 
meaning. 
1* Raisins are dried ripe grapes. 
2. The shepherd boy wore a girdle. 
3. The boy munched great bites of apple. 
4. The robbers were astonished when they were captured 
5. Going Into a strange attic is an adventure. 
6. It is fun to explore a strange attic. 
7. If we are about to fall, we try to clutch something 
8. A bowman carries a quiver of arrows. 
9. In the early days the Indians were often the foes 
of the white man. 
10. Soldiers are sometimes referred to as troops. 
chewed with a crunching sound_enemies_ 
to search and examine_ a bold or risy action 
a case in which arrows are carried_soldiers_ 
suddenly and fearfully_ a kind of fruit_ 
to grasp tightly_ 
a waist band 
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DEVELOPING WORD MEANINGS 
Number your paper from 1 to 20. Write the word In the 
. -~V 
ond column that means the same thing as the word in the 
first column. 
SET 
1. presently 
2. remarkable 
3. constant 
4. brilliant 
5. dreary 
6. readily 
7. trifle 
8. ceased 
9. feeble 
10. release 
11. hearty 
12. resolved 
13. departed 
14. scarcely 
15. possess 
16. portion 
17. behold 
18. rescued 
19. inquired 
20. uttered 
I 
very wonderful 
dull 
stopped 
let go 
\ 
soon 
t 
always the same 
weak 
anything of no importance 
quickly or easily 
very bright 
said 
asked 
saved 
saw 
part 
own 
hardly 
left or went away 
determined 
strong or big 
DEVELOPISO WORD MEANINGS 
Rumber your paper from one to twelve* Read each sentence* 
Choose from the list below the word that belongs in each 
sentence* Write the word beside the number of each sentence* 
unlace unclosed uneven unmoved 
uncertain untie unusual unpleasant 
undress unfit unknown unharness 
1 * Please______my shoe* 
2* The strange man was entirely____ 
3* Toadstools are ____to eat* 
4* A hail storm Is something very _ __ 
5* We _^before going to bed* 
6* The door was ______• 
7* I was___about the date* 
8* The farmer went to __the horse. 
\ ; ■- 
9* They stood___ by the noise. 
10* The road was very ____• 
11* The boy had an ___manner* 
-James ecnld not the knot* 12* 
xli 
DEVELOPING WORD MEANINGS 
Think of the meaning of each word in the sentence* Then 
write on the lines the words that answer the questions* 
1* With greedy eyes, the silent-winged owl watched 
the approach of the quivering chipmunk* 
Which word tells you the owl was eager for food? 
Which word tells you the chipmunk was frightened? 
2. The dark night was filled with mysterious forest 
rustlings* 
Yftiich word tells you that the forest was not silent? 
Which word tells you the sounds were unusual? 
3. In great panic, the little chipmunks scurried a- 
way from the prowling weasel. 
Which word tells you the chipmunks hurried? 
Which word tells you the chipmunks felt great fear? 
4. Throngs of woodland creatures ventured out of 
their hiding places* 
Which word tells you there was a large number of 
creatures? 
DEVELOPING WORD MEANINGS 
The words In some of the pairs below have almost the same 
meaning• The words in 
site meanings. Put a 
er the meaning is the 
. other 
circle 
same or 
pairs have almost the 
around S or 0 to show 
’ opposite. 
oppo- 
wheth- 
soldier—warrior S 0 succeed—fail S 0 
sk i 1 Iful—awkward S 0 foe—enemy S 0 
champion—victor S 0 abandon—leave S 0 
vow—pledge s 0 noble—gallant s 0 
sturdy—weak s 0 horrible—dreadful S 0 
weal th—r I che s s 0 beloved—hated s 0 
withered—fresh s 0 famine—plenty s 0 
aloft—under s 0 reveal—conceal s 0 
marvel—wonder s 0 plead—beg s 0 
complete—whole s 0 humble—grand s 0 
anger—rage id 0 familiar—strange s 0 
violent—peaceful s 0 mercy—pity s 0 
assist—aid s 0 beheld—saw s 0 
tale—story s 0 bid—command s 0 
possess—own s 0 cautious—careful s c 
jealousy—envy s 0 appear—vanish s 0 
astonish—amage s 0 bind--unfas ten s 0 
tremble—3hiver s 0 hotel—inn s 0 
bound—leap s 0 famous —unknown s 0 
xlili 
DEVELOPIKG WORD MEANINGS 
Draw a line under the three words in each set that have 
meanings somewhat alike. 
look loiter beckon enraged 
ping . select motion furious 
peer pick envy angry 
stare choose signal drowsy 
different permit steal directly 
unlike let rob promptly 
opposite allow nestle later 
serious prevent take immediately 
puppet Joy grip distressed 
aim sorrow clutch anxious 
plan sadness grasp blessed 
purpose grief grip troubled 
dull linger absent ceased 
splendid poke level stopped 
shining /Loiter even deserved 
brilliant stoop flat quit 
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DEVELOPING WORD MEANINGS 
Each sentence contains a group of underlined words. Two 
meanings for each group are given below the sentence. Un¬ 
derline the one that fits the sentence. 
1. An old woman’s sharp tongue made a little girl 
sob and wail. 
/ 
tongue with edges like a knife 
cruel and scolding words 
2. A kindly woman took the lost boy under her wing. 
put the lost boy under her arm 
took care of the lost boy 
3. He was so astonished that his eyes almost popped 
out of his head. 
almost fell out on the ground 
opened very wide 
4. ' The child sobbed and walled as though his heart 
was broken. 
his heart was in several pieces 
he was very, very unhappy 
5. Everything was happening at once, and my mind was 
in a whirl. 
I was puzzled 
my head turned round and round 
DEVELOPING WORD MEANINGS 
Follow these directions and write the word on the line. 
peasant Add a letter and make a word that means nice, 
gay and cheerful. 
manner Change a letter and make a word that menns flag. 
slender / Leave out a letter and make a word that means 
a person from whom people borrow. 
tough Change the first letter to make a word that 
means not smooth to the touch. 
reed 
/ 
Leave out a letter and make a word that means 
a color. 
relate Leave out one syllable and make a word that 
means behind time. 
stair Leave out a letter and make a word that means 
stab 
a light seen in the heavens. 
Change a letter and make a word that means deer. 
reckon Change a letter and make a word that means 
signal. 
violent Leave out a letter and make a word that means 
a small flower. 
accompany Leave out a syllable and make a word that means 
a guest or a companion. 
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PRACTICE IN FOLLOWING DIRECTIONS 
DIRECTIONS FOR MAKING A BOX 
If you follow these directions carefully, you will he able 
to make a box that will hold your arithmetic combinations. 
Be sure to do the steps in order. 
Step I—Measuring 
1. Place your ruler along the left side of your paper 
and put dots at 3”, 6”, 9% and 12”. 
2. Now place your ruler along the right side of your 
paper and do the same thing. 
3. Connect these dots with a broken line. 
4. Mow place your ruler along the top of your paper 
and put a dot at 3” and 9”* 
5. Slide your ruler down to the bottom of your pa¬ 
per and do the same thing. 
6. Connect these dots with a broken line. 
Step II—Folding 
1. Using your ruler fold on the 3” broken line. 
2. Using your ruler fold on the 6” broken line. 
3. Using your ruler fold on the 9” broken line. 
4. Using your ruler fold on the 12” broken line. 
5. Now fold on the two other lines that are left. 
Step III—Cutting 
You will find the directions for th. step on another 
sheet of paper. Go to the table and got this sheet 
and do what it tells you to. When you finish with 
Step III, fook for Step IV on this paper. 
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Step IV—Putting the box together 
1# Nov/ that your paper Is cut see if you can figure 
out hov; the box goes together. 
2. When you are sure hov/ it goes together, go to 
the table and get two fasteners, one for each 
side of your box. Figure out the best place for 
putting in the fasteners so that your box will 
stay together. 
3. You are now ready for the last step. Go to the 
table and cut yourself two feet of string. Go 
take a peek at my box to find out what to do with 
the string. 
/ 
When you finish your box, clean up your desk and put away 
what you will not need. Then take out your arithmetic 
cards and put them into the box. After fchis is done go on 
with your seatwork. REMEMBER OTHER CHILDREN MAY STILL BE 
WORKING. HOW CAN YOU CO-OPERATE WITH THEM? 
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Step—III 
Before you do any cutting read these directions very care¬ 
fully and study this diagram. It will help you to under¬ 
stand what you are to do# 
1. Place your folded paper on your desk in exactly 
the 3ame position as it is in the diagram. 
2. You will see that two parts in the upper left 
hand corner are colored. Find these two parts 
on your folded paper. Cut them off. 
3. Do the same to the parts in the upper right hand 
corner. 
4. llext you will that four line have arrows. Cut in 
as far as the arrows show you. When the arrows 
stop. You stop cutting. 
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DIRECTIONS FOR MAKING A PEN-WIPER‘ 
You can make this pen-wiper if you read these directions 
slowly and carefully and then follow them step-by-step. 
Step I--Getting the patterns ready 
1. Cut out the four patterns carefully. 
2. Throw your scraps into the basket. 
Step II—Tracing the patterns on cloth 
1. Go to the table and get four pieces of cloth, one of 
each color. 
2. On the reverse side of the largest piece, trace pat¬ 
tern 1. 
3. On the reverse side of the second largest piece, trace 
pattern 2. 
4. On the reverse side of the third largest piece, trace 
pattern 3. 
5. On the reverse side of the smallest piece, trace pat¬ 
tern 4. 
6. Cut out all the pieces. 
7. Now clean up your desk by throwing away the scraps. 
Step III—Sewing the pen-wiper together 
1. Go to the table and get a needle, a piece of thread, 
and a button. 
Before you sew the cloths together, you must first ar¬ 
range them correctly* Place these cloths, right side 
up, one on top of the other in order of size. Be 
sure the largest is on the bottom and the smallest is 
2 
X 
on top* Nov/, place the button in the middle on top 
of the smallest pelce of cloth. 
3. Thread your needle and make a knot in the tnread* 
4* Pick up the cloths and the button just as you have 
arranged them and sew them together. 
If you have followed directions, your pen-wiper will look 
like the one in the box. Go and take a look at it. 
f ' ^ 
NOTICE—OTHERS MAY NOT BE FINISHED. TRY NOT TO DISTURB 
< .i 
THEM. WHEN YOU HAVE CLEANED UP YOUR DESK AND THE FLOOR 
AROUND IT, GO ON WITH YOUR OTHER SEATWORK. 
PATTERNS 
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PRACTICE IN WORD RECOGNITION THROUGH GAMES 
The five subjects needed practice on words that were 
troublesome. Some words they needed to read often until 
they learned to recognize them Instantly after they v/ere 
presented in a story. There was not enough time in the 
day to give them the needed practice under direction. 
Word drills often became monotonous. So games were played 
with these words. These games were taught and played un¬ 
der supervision until the procedure and the rules v/ere fix 
ed. Then the boys were allowed to play these games during 
their spare time with each other or with pupil-teachers. 
RUMMY 
For this game a deck of word cards was made. As soon 
as one word was printed on a card, its opposite was printed 
on another card. So that a deck was composed of words and 
their opposites. Seven cards were dealt to each player. 
The remainder of the cards was placed in a pile, face down, 
in the middle of the table. The person to the left of the 
dealer started the game. He took a card from the pile in 
the middle, exposed it and read it. If he had the opposite 
of the card in his hand,he was allOY/ed to call it a pair. 
He read both words of the pair and then laid the pair be¬ 
fore him. Then he took another turn. Should he pick a 
card for which he had no opposite in his hand, he had to 
discard the card and let the next person have a turn. Should 
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he find himself unable to read a card, it was read for him 
by the next person on his left and then he had to discard 
the card and let the next person have a turn* The winner 
of the game was the person who had the greatest number of 
pairs* A person was allowed to have as many turns as long 
as he was successful in reading the words and making the 
pairs* When he could no longer make a pair, the next per¬ 
son on his left got a turn* The turns were taken by the 
players in order around the table* The boys played with 
the same word cards until all could r ead them with facility 
xhen new cards were added to the deck or brand new decks 
were made. 
FISH 
For this game the boys used a deck of word cards also. 
This time the words were duplicated so that the deck was 
made of two of a kind. The deck was shuffled to mix up 
the cards thoroughly* The dealer dealt throe rds to a 
person. This time the object was to match two of a kind. 
The person to the left of the dealer started the game* 
He took a card from or rather asked for a card from his 
neighbor on the left. He would start the game by saying 
to his neighbor, "Have you the card "surround"* His neigh¬ 
bor would examine the cards in his hand* If he had the 
mentioned word card he v/ould have to give it up to the 
first player. That player then made a pair and discarded 
the pair. Then he continued to ask for another word. 
Should he ask for a card that his neighbor did not have. 
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then he would be told to "fish". That meant that the play¬ 
er would have to take a card from the surplus pile that the 
dealer had placed face down in the middle of the table after 
the cards were dealt* The person who was told to fish would 
have to give a turn to the person on his left* That person 
then turned to the boy at his left and asked for a card that 
he wanted to match* 3o all hoys took turns asking for cards 
making pairs whenever possible or fishing for other cards* 
The game continued until all the cards in the deck were 
matched* Any person who found himself without any cards 
during the game could always ask the dealer to give him 
three more cards* The winner was the person who had the 
greatest number of pairs. 
Sometimes this game was played with phrase cards in¬ 
stead of word cards* The rules and orocedure were just the 
same* 
•'! > BEANO 
This game was played in just the same way as the real 
beano game is played. Instead of having cards of numbers, 
each player had a large card on which were printed words. 
The words cn each layer’s card were just the sane except 
they were arranged in different order. In the middle of 
the table and face down were placed the same words as ap¬ 
peared on the cards only they were printed on small cards. 
A player started this game by picking up one little card 
and reading it. If he could read it the first time he 
Lv 
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covered the same word on his card with the little word 
card. Each player was allowed only one turn. Turns were 
taken to the left around the table. The first person to 
cover all the words horizontally, vertically, or diagnolly 
would call "Beano" and he would be the winner for that 
game. Then the cards would be shuffled, cards exchanged, 
and another game would be started. If this game was played 
for any length of time,scores were kept to make it more in¬ 
teresting. Prom time to time new words would be printed 
on both the large playing cards and the little word cards. 
If a player could not read any little word card that he 
turned up, someone would read the card for him. But this 
meant he lost a turn and the little card was returned to 
the bottom of the pile. 
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